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ABSTRACT
Teaching Preadolescents Constructive Responses
to Anger: A Classroom Curriculum
(September 1982)
Cathryn G. Fishman, B.A. California State University, Long Beach
M.S., California State University, Long Beach
Ed.D., University of Massachusetts
Directed by: Sidney B. Simon
Theorists and clinicians agree that learning to manage anger is
one of life's most difficult tasks, yet it is left to normal sociali-
zation rather than deliberate psycho/social education. Destructive
expressions of anger in the classroom and the subsequent need for
teacher disciplinary actions are a major concern of school personnel
and the general public.
The objectives of this dissertation were (1) to offer a develop-
mental theory of anger, (2) to create a developmental ly relevant curri-
culum for teaching the constructive management of anger, (3) to implement
the curriculum in a fifth grade classroom, and (4) to assess the effects
on students' and teacher's classroom behaviors.
Initial evaluation of this curriculum involved teaching it in a
fifth grade classroom. The design of the study was a pre-test/post-test
assessment of change in one experimental group. The students completed
V
both immediate and follow up evaluations of the lessons and reported
their applications of the constructive strategies daily. The levels
of Angry and other destructive responses in the classroom were
assessed during a 6-day period preceding, and a 5-day period following
the 10 lesson curriculum. Additional classroom climate data were
gathered.
Analyses of the findings indicated that preadolescents can be
taught to use constructive strategies for the management of anger
through a classroom curriculum. According to student reports, 75%
found the lessons helpful and were able to apply the strategies suc-
cessfully. Observations of the classroom revealed a statistically
significant increase in use of three of the four constructive strategies
taught. The frequency of students angry destructive responses and
other destructive responses decreased by 69% and 59% respectively.
Correspondingly, teacher disciplinary actions also decreased signifi-
cantly from almost 6 disciplinary actions in each of the 90 observation
periods before the curriculum to an average of 2 per observation period
afterwards. Teachers non-verbal disciplinary behaviors also decreased
significantly. Although students' assessment of the disciplinary and
affective merit of their classroom remained the same, they did feel more
motivated to learn following the training. This study demonstrates that
a psycho-educational curriculum can be a positive step in making educa-
tion more pleasant, cooperative, democratic and humane.
VI
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CHAPTER I
INTRODUCTION
Statement of the Problem
Throughout the school day, students experience numerous sit-
uations which make them angry. When asked to name what makes them
angry the list is lengthy; name calling, pushing, cheating, kids
taking things, unfair teachers, too much work, no free time, being
pestered by brothers and sisters, etc. Although preadolescents have
the capacity, they do not always understand their feelings, nor do
they consistently respond with socially acceptable behaviors. Al-
though their anger may be justified, and their intentions may be
constructive, typical student responses to these situations are often
retaliatory, and ultimately destructive to oneself and/or others.
Usually they retaliate by hitting, yelling, calling names, kicking,
tattling, spreading rumors, stealing, swearing, refusing to work,
etc. This cycle of retaliation often includes teachers who punish
the offending students. Teachers attempt to justify these punish-
ments at last resorts to correct problems in students. They blame
students for being out of control, irresponsible, and aggressive.
Teachers responses often are corrective rather than preventive.
One result is classroom discipline problems which the Gallup Poll
perennially identifies as the public's number one concern about
1
2public education ( Phi Delta Kappan , 1970-1982). If the process
of education is to become more pleasant, cooperative, democratic,
and humane, positive alternatives to the existing cycles of retal-
iation/punishment must be created and instituted. Youngsters should
be better able to control their behavior if they not only under-
stand and accept their feelings, but have constructive alternatives
for expressing anger.
To date there is no structured classroom curriculum which
systematically teaches preadolescents to understand and cope with
the daily anger they experience in school. Some affective educational
materials incorporate anger into brief general discussions about
feelings (Dinkmeyer, 1970; Dupont, 1974; Fearn, 1975). Other af-
fective materials present a few paragraphs explaining an oversim-
plefied elementary view of anger as an unpleasant feeling exper-
ienced by everyone, and provide a variety of written exercises of
written exercises or discussion topics (Chase, 1975; Eberle, 1975;
Timmerman, 1975). Elementary level books dealing with anger
neglect examination of the distinct developmental characteristics
of anger and its physiological components (Kroll, 1976; Laiken, 1980;
Simon, 1975; Watson, 1971; Wilt, 1979; Zolotow, 1974). Boswell
(1982) offers a multimodal program of "anger management sessions"
(p. 281) to be used with individuals or small groups. None of
these materials offers devel opmental ly appropriate constructive
strategies for the management of anger in a classroom curriculum.
3Purpose
The purpose of this dissertation study is to:
1. create a complete devel opmental ly relevant curriculum
for managing anger;
2. implement the curriculum in a fifth grade classroom; and
3. assess the effects the curriculum has on actual class-
room behavior.
Because anger serves a variety of positive purposes, the aim of
the curriculum will not be to eliminate anger, but to teach personal
competence in its recognition, management, and constructive expres-
sion.
In this study the author hypothesizes that it is possible to
teach students constructive responses to feelings of anger that sig-
nificantly:
1. decrease the frequency of students' destructive responses
when experiencing feelings of anger;
2. increase the frequency students use constructive response
strategies to feelings of anger;
3. decrease the frequency of teachers' use of disciplinary
actions for managing classroom behavior; and
increase students' satisfaction with the class and rela-
tionships.
4 .
4Definition of Terms
The term preadolescent is used to describe youngsters whose
ages range from nine to twelve and who are in grade- five
or six.
Curricul urn is the term used to describe a set of 10 lessons
whose aim, goals, and objectives are to teach: (1) what
anger is and (2) what to do about anger.
Anger is viewed here as a temporary internal state with dis-
tinctive physiological characteristics in response to
actual or perceived hurt to one's body, one's chances to
succeed, or to one's self esteem. The purpose of anger
is to reduce the hurt and restore an individual's well-
being. Consequently, anger is neither synonymous with
aggression (overt hurtful behavior) nor hostility (and
enduring attitude).
Constructive strategies are specific ways to respond to anger
which restore well-being without creating further hurt to
oneself or others. In contrast, destructive strategies
fail to reduce the hurt and/or may themselves be the
cause of new hurt to oneself or others.
Overview of the Chapters
This study is divided into six chapters. The first chapter
introduces the problem, purpose of the study, and provides a defi
nition of terms.
5Chapter II reviews the literature on the nature of anger (i.e.,
its definition and physiology) and empirical studies which identify
typical causes and responses throughout development. It includes a
critique of curriculum and "self-help" books which offer constructive
methods for coping with anger.
Chapter III contains a Teacher's Manual and Curriculum for the
Constructural Management of Anger. The Teacher's Manual provides
a detailed explanation of the conceptual framework and organization
of this curriculum along with instruction for using special teaching
techniques. The presentation of the curriculum includes the goals,
objectives, detailed lesson plans, and follow up up work sheets for
teaching preadolescents about what anger is and what to do about it.
In Chapter IV the author describes the research procesures
used to assess the effectiveness of the curriculum. The setting,
participants, instruments, design, procedures, hypotheses, expected
outcomes, and limitations are described in detail.
Chapter V presents the results of analyses of the students;
reactions to the lessons and their reported use of more constructive
strategies. An analysis of changes in classroom behavior examines
whether students' overt destructive expression of anger decrease,
and their use of constructive strategies increase. It also exam-
ines whether the teachers' use of disciplinary actions decrease.
Changes in students' perceptions of classroom climate also are
assessed.
I6
Presented in Chapter VI is an evaluative summary of the dis-
sertation's theory, the curriculum and the evaluation. The discus-
sion includes suggestions for overcoming the current limitations of
this study and finishes with concluding remarks from the author.
i
CHAPTER II
LITERATURE REVIEW
Introduction
This chapter contains a review of the literature on anger
from both empirical and clinical resources. It is divided into
three parts. In the first part the author presents a clear defi-
nition of anger (in contrast to aggression and hostility) and a
description of its physiology. Part one also includes a discussion
of the developmental nature of anger in relation to its typical
causes and responses. In part two the author clarifies the dis-
tinction between destructive and constructive responses to anger
and identifies specific constructive responses suggested by various
authors. These constructive responses provide part of the ration-
ale for the six devel opmental ly sequenced constructive strategies
for coping with anger presented. The author identifies the
strategies in terms of their constructive purpose and provides an
explanation of each. The first four strategies are adapted for use
with preadolescents whereas the remaining two are suggested for
use with older students.
7
8The Definition of Anger
According to Stearns (1972), anger is a reactive emotion.
Madow (1982), says it is "not a basic drive, but an emotion that
is acquired and developed over time" (p. 74). It is aroused by
perceiving a threat, slight or injustice, or often by blocking a
person's goal -directed response to a solvable problem thus render-
ing the person incapable of coping (Averill, 1978). The person's
autonomic and central nervous system reacts in characteristic
ways. Typically this is accompanied by feelings of uneasiness,
unpleasantness, tenseness, frustration, and resentment.
Frustration is difficult to separate from anger since it is
often a constituent. Frustration is an emotion generated by the
thwarting of a goal -directed activity and/or the non-fulfillment
of an anticipated pleasure (Berkowitz, 1962). Anger occurs when
the maximum tolerance for frustration has been reached. Thus, frus-
tration is an important but not sufficient condition for anger
(Stearns, 1972). Averill (1978) further distinguishes frustration
from anger by categorizing anger as a conflictive emotion. The
angered person experiences conflict over the desire for aggressive
retaliation, and the belief that aggression is wrong. A person,
when frustrated need not experience conflict while attempting to
overcome obstacles (Averill, 1978).
Anger is not synonymous with aggression. Anger is an internal
autonomic response and should not be confused with overt behavior.
Aggression is "any behavioral sequence or subset thereof, which
9results in injury to or destruction of an animal, human, or inani-
mate object" (Berkowitz, 1962, p. 162). Retaliation and/or aggres-
sion are not invariant outcomes of angry feelings. There exists
a variety of ways for expressing anger of which aggression is only
one. Buss (1961) states that "anger is certainly present in 'angry
aggression', (when someone wants to hurt another person), but in
the other kind, instrumental aggression, anger need not be pre-
sent" (p. 3). Instrumental aggression occurs whenever the person
wants some object or reward or wants painful, unpleasant stimuli
to cease. Since instrumental aggression can occur in the absence
of anger, it follows that anger is not a necessary and sufficient
cause for aggression (Berkowitz, 1962; Buss, 1961; Carlisle &
Howell, 1974). Anger may or may not lead to aggression depending
upon the nature of provocation, situational constraints, the per-
son's previous learning experiences, and coping style.
Hostility, although often used interchangeably with anger,
is distinctly different. "Hostility is generally a long lasting
phenomena which may persist, once established, without repeated
stimuli. Hostility builds up slowly and changes slowly." As an
attitudinal response that endures, "Hostility is an implicit verbal
response involving negative feelings (ill will) and negative eval-
uation of people and events. Typically hostility consists of the
mulling over of past attacks on oneself, rejections, and depriva-
tions" (Buss, 1961, p. 12). Thus, the residual negative feelings
10
that persist after anger subsides (such as resentment, grudges,
and desires for revenge) comprise hostility. The enduring quality
of hostility results from the internal ize d language which labels,
identifies, and categorizes the stimuli. As a result, hostility
may resist change for extended lengths of time if it remains re-
pressed or becomes further aggrevated by repeated stimuli. This
stored hostility may lead to a state of exhaustion. By contrast,
anger is situational, and limited in time and duration. In addi-
tion, hostility lacks the autonomic components and distinct skel-
etal and facial expressions associated with anger.
In comparison with aggression and hostility then, anger is
a temporary internal state with a physiological substratum. It
occurs in response to actual or perceived injustice, or to the
obstruction of problem solving. While anger increases the chances
of aggression and hostility, these two consequences are neither
inevitable nor caused only by anger.
The Physiology of Anger
Anger has highly specific physiological characteristics
which differentiate it from other emotions. It is part of the
autonomic nervous system's sympathetic response, in contrast with
its parasympathetic response. The physiological manifestations
of anger originate in the hypothalamus, located at the base of
the brain. The hypothalamus coordinates emotional responses.
Under normal circumstances the hypothalamus is under the inhibitory
11
control and stimulates the release of noradrenalim (Jacobson, 1967).
This results in dilation of pupils, increased oxygen consumption,
and elevation of blood pressure. Heart function may be altered
accelerating the cardiac output and the force of muscular contrac-
tions. This gives rise to unusual chest sensations.
Other symptoms include sweating of the head region. This
results from stimulation of the sympathetic fibers to the sweat
glands which join facial nerves. These may be accompanied by dry-
ness of the mouth (Stearns, 1972). The release of noradrenalin
secretion increases the blood sugar available to the muscles with-
out breaking down the muscle glycogen. This promotes muscle
strength (Arnold, 1968). A diminution of sensory perception takes
place allowing persons to sustain severe injuries with less aware-
ness of them. In the stomach the volume of saliva and hydrochloric
acid secretion are increased simultaneously. Sometimes only saliva
increases. This often produces nausea. In a well-known study by
Wolf and Wolffe (1943) a chronic stomach fistula allowed observa-
tions of blood flow to a subject's stomach lining. When the sub-
ject was annoyed, angry, or resentful, the stomach reddened and
the acidity and contractions increased. Thus, the sympathetic
nervous system reacts to mobilize all resources. This set of
physiological occurrences is often called the "fight or flight"
reaction (Lorenz, 1963).
Externally these physiological responses are easily recogniz-
able. According to Ekman et al . (1976), every human expresses
12
anger with three universal signs: glowering eyes, knitted brows,
and pursed lips or lips partially open to shout. Of over 2000
replies to a questionnaire concerned vn'th the expression of anger,
89% reported flushing of the face as a characteristic of anger
(Plutchik, 1962). Colloquial metaphors about anger are descriptive
of the visual signs. We say that people are hot under the collar,
fit to be tied, in a sweat, or purple with rage. These expressions
depict changes in appearance, color, body language, and facial
behavior. Because the body's reaction to anqer is not a simple
behavior reflex but a complicated series of physiological changes,
once aroused they are prolonged and sustained the body in strenuous
activity.
There is speculation that the body's anger reaction is an
ancient physiological response to threat when early people, faced
with a dangerous animal, had to fight or flee (Lorenx, 1963). This
ohysiological syndrome is present today throughout life, even though
the causes and responses to anger have changed.
The Development of Anger
Within western culture, adult responses to the helplessness
of the infant creates an environment that facilitates total grati-
fication of needs and wishes with essentially nothing required from
the infant in return. As infants' capacities develop, however,
limitations and demands are initiated vjhich restrict the immediate
and complete satisfaction of infants' needs. Contrary to earlier
13
6xp6ri0nc6S, Sdtis'fdction of riGsds is dGldyod 3nd softig dcsirGS 3rG
thwartGd. Frustration and/or angor may rGSult. Initially angry
bohavior consists of random displays of undirGctGd Gnorgy, i.e.,
outbursts
.
ThG infant in a fit of ragG thrashGS arms
and iGgs and archGs his back, at 15 months
hG pulls himsGlf forcibly froG from a
thwarting adult; at 18 months he criGs,
stamps, throws himsGlf on thG floor. In
a tantrum of thG first magnitudG hG hits,
kicks, and struggles furiously. At 21
months the anger pattern is already some-
what different. He is disappointed by
an unwitting omission in his accustomed
bedtime routine; he reacts by freezing
into resistence or by "howling" (Gessell,
1946, p. 227).
In a study by Goodenough (1931), forty-five children aged seven
months to seven years were observed by their parents who kept de-
scriptive diaries. Anger tended to be transient lasting usually
less than four minutes, and occurred more frequently when the
children were physically uncomfortable. The frequency of outbursts
reached a maximum at age two, and then declined rapidly. As the
infant grows older the outbursts are directed more at the objects
and people.
At 2% years he may resent interference
with his activity or with his possessions.
His tantrum reactions are more aggressive,
especially when precipitated by his mother.
He may be destructive with objects and
surroundings, not excluding wall and
wallpaper. In disputes over toys he
may attack other children with rather
indiscriminate hitting, biting, kicking
(Gessell
,
1946, p. 227).
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As the child matures, learning plays an increasingly im-
portant role in determining how anger is expressed, LeShan (1972)
suggests that many youngsters are taught by their parents that angry
feelings are bad and that nice children do not have such feelings.
As a consequence, children often are in a two-fold conflict with
significant others who are threatened by the child's anger and
object to it. In addition, children experience inner conflict over
their healthy need to feel and express anger and their need for
affection (Jersild, 1972). Their fear of loss of that affection
if they express their anger coupled with discouragement of verbal
expression often causes youngsters to deny their anger (Jersild,
1972). Consequently, anger may surface later in impulsive overt
behavior. For example, a youngster may be faced with a confusing
task assigned by the teacher. As the child attempts to complete
the task s/he becomes argued. Rather than verbally express those
feelings to the teacher in a comfortable, acceptable manner the
youngster may fight with a peer at recess. Numerous authors state
that one of the most difficult aspects of a child's development
is learning to manage anger constructively (Anderson, 1978;
Berres, 1979; Caldwell, 1977; Jersild, 1978; Jones, 1980; Klein,
1975; LeShan, 1972; Madow, 1982).
In time this cycle of denial and outbursts changes and the
child gains greater control over his/her own behaviors. Through
socialization children are often taught to suppress their aggres-
sive behavior Rogers (1977) suggests that cultural norms, social
15
class, and societal sex role expectations also influence the parti-
cular expression of angers at each stage of development.
The onset of adolescence is thought to bring with it a new
source of anger beyond the adolescent versions of earlier causes —
physical discomfort and frustrating limitations set by others (fre-
quently parents), or frustration from lack of tolerance with their
own limitations. Adolescence is a period of increased concern
with one's identity, one's self concept, and one's self conscious-
ness. The adolescent's sense of self is frequently in jeopardy.
Any assault on one's self esteem (teasing, bussiness, sarcasm,
rejection by others, failure, being lied to, unfairness of others,
etc.) can cause anger. Not surprisingly, the cause of anger in
adolescents tend to be person-related and "prevailingly social in
nature" (Stearns, 1972).
In adolescents, generally, the expression of anger are
usually verbal in the form of threats, belittling, hurtful teasing,
etc. In a study of 7,000 junior high school students only 19% of
the incidents involving conflict resorted to physical violence
as a means of resolution (DeCecco & Richards, 1974). Adolescents'
anger also tends to be indirect (DeCocco & Richards, 1974). A
study by Husni et al
.
(1972), revealed that less than 4% of the
adolescents directed their feelings of anger at the cause.
Throughout a human's development it appears that anger is
generated in response to hurt (Anderson, 1978; Gordon, 1975;
Lewis et al
.
,
1971; Schlehofer, 1978; Tyrell et al .
,
1977). In
16
the course of development the types of hurt people experience in-
crease. In the earliest stage, anger is a response to bodily hurt.
Later, when a block or limitation hurts ones chances to succeed at
a goal -directed task, individuals become angry. As one's identity
further emerges, anger can be generated from hurting one's feelings
through assaults on one's identity, self concept, or self esteem.
Corresponding with each new development in the causes of anger,
individuals gain increased control and use more alternatives. The
infant responds to bodily discomforts with random displays of un-
directed energy, i.e., outbursts. Later this energy is aggressively
focused on the blocks and limitations in goal directed efforts,
i.e., at whomever or whatever is hurting one's chances to succeed.
Through socialization a variation on this direct immediate aggres-
sion occurs. Feelings are denied and/or suppressed temporily, and
impulsive outburst occur later. By adolescence when one's feelings
are hurt through assaults on one's self concept, self esteem, or
identity, individuals have learned to respond with increasingly
verbal, direct, and indirect coping mechanisms. Thus, as develop-
ment progresses the response patterns shift from reflexive/impulsive
reactions to controlled/selective patterns and the repertoire
increases. This developmental progression provides the rationale
for formulation of the strategies presented in part two.
Numerous researchers have suggested other ways to differ-
entiate causes of anger and responses to anger to suite their
17
particular theoretical framework or practical purpose. However,
all of these categories fall within the developmental acquisitions
indicated in Table 2.1. In general these basic categories of
causes of anger are adequate and useful for my purposes. They
are developmental in nature, providing clues as to what will be
relevant to middle school children. The basic causes are few in
number, thus being easier for students to remember. In addition,
there are numerous variations of each type of cause thus making
it easier for students to understand that particular category
of hurt.
Destructive vs. Constructive
Responses to Ang'eF
Responses to anger are destructive when they fail to rectify
the cause, and/or are themselves causes of new hurt to oneself or
others. Responses to anger are constructive when they rectify
the causes without hurting oneself or others, i.e., when physical
well-being is restored, when obstacles and limitations are over-
come, and when one's psychological well-being is enhanced.
Destructive Responses
At all ages anger influences overthinking and behavior. "Since
anger is a form of energy and engery cannot be destroyed, it can only
Table
2.1
(continued)
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be converted into another form" (Madow, 1972, p. 45). Suppressing
anger tends to be destructive. Arnold (1968) states that "repressed
emotions are the most common cause of fatigue and actual sickness" (p. 7).
Skin rashes, ulcers, muscle tension, high blood pressure, grinding
teeth, clenched jaws, and many other ailments may be somatic symptoms
of repressed anger (Arnold, 1968; Madow, 1972, 1982; Stearns, 1972).
If an organism continues to respond physiologically without providing
an outlet for the energy generated, the result is an over-taxing of
the capacity to respond to stress. Thus, one destructive response pat-
tern to anger is denial or repression.
The continued use of suppression in the course of every-day living
leads to irreversible tissue changes and permanently elevated blood
pressure (Arnold, 1968). As described earlier, the ultimate outcome of
accumulated anger may be anxiety and subsequent depression. "In addi-
tion to the whole range of somatic manifestations there is also a broad
spectrum of emotional disturbances from withheld rage, extending from
brief episodes of impaired judoment with harmful consequences to pro-
found depression and suicide" (Madow, 1972, p. 14). Depression, ac-
cording to Madow (1982) is "probably the most common sign of hidden
anger in our society" (p. 74).
Another potentially destructive mechanism for managing anger is
displacement. A person may believe that s/he must deny the anger or
may feel unable to express anger due to social circumstances or because
the source is capable of harming in return. Denied anger often pro-
duces a transfer of the emotion from an offending to an unoffending
person or object. A minor irritation may instigate the release of a
Summary
of
Causes
of
Anger
Through
Development
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large amount of stored anger. Often the anger may be shifted to a
safer and more vulnerable target (person, event, situation, or thing).
Finally, anger that is neither internalized nor displaced may be pro-
jected. Projected anger focuses blame on others thus relieving guilt
and responsibility for feelings and resulting behaviors.
An interesting feature of anger is that it is cumulative. The
storing of anger is often called "gunnysacking." As the unexpressed
anger accumulates, the person becomes less capable of handling the
feelings. The unexpressed anger may accumulate through repeated oc-
currences of a similar incident. This produces a predisposition for
anger which heightenes the likelihood of anger occurring in a quick and
intense outburst (Richardson, 1918). When more anger is expressed than"
is realistically warranted, it may be the residue of accumulated anger.
Specific destructive responses to anger are summarized under the
relevant developmental categories in Table 2.2. These may be mani-
festations of repressed, displaced, or projected anger. They are
destructive, by definition, because they do not result in rectifying
the causes or reducing the hurt to oneself or others, but are often the
cause of additional harm.
When responses to anger fall within one of these destructive
categories, this destructive anger can have devastating effects upon
relationships. Bloomfield and Kory (1980) identified these negative
effects:
1. Weakens self esteem and creates a feeling of impotence
because it only exposes lack of self-control.
2. Masks your real feelings of hurt with cold indifference
or a furious assault.
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3. Inhibits communicstion and IsavGS you feGlinq tGnsG or
bitter.
4. Creates emotional distance, destroys relationships,
increases feelings of isolation.
5. Defeats its own purpose by making other people turn away
from you while you wind up compounding your own tension
and frustration.
6. Accumulates over time and contributes to general hostility
and distrust that seeps out.
In short, destructive responses to anger do not reduce feelings of
hurt. Rather they can increase physical hurt, further block goal attain-
ment, and devastate human relationships. Clearly each of these responses
either creates harm to oneself or others.
Constructive Responses
By contrast to destructive responses, constructive responses can
have a variety of positive effects. They can increase one's physical
and psychological well being as well as increase one's chances for
success and improve one's relationships with others.
Numerous authors have described these constructive responses al-
though they are not categorized in terms of their purposes, i.e., to
rectify three categories of hurt: (1) hurt to one's body/feelings,
(2) hurt to one's chances to succeed, and (3) hurt to one's self esteem.
However, they do fit into these categories.
Anger restores physical well being and positive feelings by serving
as a release or stress and tension (Averill, 1978; Madow, 1982; Novaco,
1975). Averill (1978) suggests that this release of tension renders
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physical attack unnecessary. Madow (1982) points out that an added
positive effect of expendiny the energy created by anger is improve-
ment of one's body.
As a means for increasing one's chance to succeed, anger motivates
and energizes an individual for accomplishing tasks and for competition,
thus allowing greater vigor and effectiveness while performing (Kaufman,
1970; Novacto, 1975; Madow, 1982). Other possible benefits include
relief from an unpleasant situation, riddance of opposing obstacles
(Richardson, 1918) and correction of the behavior of the offender (Averill,
1978).
When the purpose of anger is to enhance self esteem the positive
effects on interpersonal relationship are numerous. Bloomfield and Kory
(1980) suggest that anger (1) heals underlying emotional injury, (2) eli-
minates pain, (3) communicates hurt, (4) breaks through destructive pat-
terns in a relationship, (5) furthers mutual understanding, (6) helps
avoid future hurt, and (7) allows forgiveness. Averill, on the other
hand, states that anger can empower one to stand up for oneself, to
regulate interpersonal relationships, threaten potential adversaries,
and cause offenders to change their attitudes.
Further positive results include enhancing one's ability to
respond to injustice (Kaufman, 1970) and defend against vulnerability,
gain control, or take charge (Novaco, 1975). In addition to these,
fostering healthy communication, balancing emotional hurt, and main-
taining positive relationships were mentioned by Holt (1970). As a
final note, Richardson (1918) summed up the positive purposes of anger
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as relief from emotional hurt, restoration of feelings of pleasantness,
and recovery from a wounded sense of justice.
Given the benefits of constructive response to anger, one questions
why the primary focus of various researchers and authors has been on
the destructive aspects. As indicated in Table 2.2, research reveals
that the largest number of naturally occurring responses to anger are
destructive in nature. Even though a great number of constructive re-
sponses exist, people do not use them. As stated earlier, anger is
energy that must be released. If it is not utilized constructively,
the anger will manifest itself in unpleasant, destructive ways. Thus,
there is a need to identify alternative positive ways of responding to
anger, and ultimately to teach students these constructive alternatives.
In Table 2.3 the possible constructive responses are summarized.
These responses are categorized within the three purposes identified
earlier, i.e., to restore physical well being, to increase chances for
success, and to enhance self esteem.
Six constru^ive Strategies
The purposes of the responses to anger are to resolve the causes
of anger or the initial hurt. There is a great deal of repetition and
overlap among the tactics presented in Table 2.3. Therefore, in Table
2.4, I have grouped these constructive tactics within six strategies.
Each strategy is labeled according to the alternatives within it.
The strategies are named so as to be easily understood by middle school
chi 1 dren
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Table 2.4
Six Strategies for Responding
Constructively to Anger
Purpose of the response Strategies
To restore physical well-being 1. Let Go
2. Loosen Up
To increase chances for success 3. Speak Assertively
4.
Deal Fairly
To enhance self-esteem 5. Use Self Talk
6, Use Self Drama
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In Table 2.5, these strategies are grouped to reflect the different
developmental levels in relation to the causes and responses of anger.
The remainder of this chapter will describe each of the six
strategies. Specific reference will be made to the way each strategy
deals with the purpose of anger. A critique of each strategy will be
made in terms of its appropriateness for classroom use with preadoles-
cents .
PURPOSE: To Restore Physical Well-Being
As indicated previously, an individual's initial response to anger
is physiological. Increased autonomic activity (heart rate, blood
pressure, etc.) and accompanying states of tension create a surge of
energy. If openly expressed, actions are typically extremely emotive,
impulsive, and aggressive. If suppressed, the energy is utilized de-
structively on the body's own organs and tissues. In order to restore
physical well-being, one may either participate in vigorous activity
(LET GO) or relax (LOOSEN UP)
.
STRATEGY #1 : LET GO
Involvement in vigorous physical activity is effective for directly
releasing the energy. Both individual and team athletics were mentioned,
e.g., running, volleyball, etc. Reference was also made to the use of
an inanimate object (such as a pillow) for punching, or jars of liquid
for shaking. In relation to children, Salk (1979) advocates the con-
structive use of playing with toys. He further suggests increased
opportunity for movement throughout the school day.
Causes
and
Responses
to
Anger
by
Developmental
Stage
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School facilities and equipment afford an assortment of appro-
oriate avenues for direct physical release of anger during recess times.
However, policies which do not allow unsupervised outdoor play may
place restrictions upon use of this strategy during classroom time.
There are few existing suggestions for methods of helping students LET
GO in the classroom. These methods need to be collaborati vely created
by the students and teacher.
STRATEGY #2: LOOSEN UP
Whereas physical activity facilitates releasing the energy, a
number of clinicians suggest use of systematic relaxation techniques
for discharging the energy. Relaxation training sensitizes the person
to recognition of the physical symptoms that indicate anger. The symp-
toms become cues for initiating self controlled intervention early in
the sequence of physical activity. Studies have shown that early inter-
vention increases the likelihood of successful management (Novaco, 1979).
In addition, the acquisition of relaxation techniques and their success-
ful practice, give an individual a sense of mastery over troublesome
internal states. This helps to alleviate the fear of loss of control.
The specific methods for implementing relaxation training vary
from systematic techniques (Jacobson, 1967) to simple deep breathing
exercises (Novaco, 1975). Bloomfield and Kory (1980) suggest use of
Transcendental Meditation which induces a state of deep rest. In
addition to those cited by the atuhors in Table 2.3, a broad array of
literature is available on methods of relaxation, although they do not
specifically address use for anger reduction or management (Alberti,
1977; Bandura, 1977; Rimm, 1979).
36
Simplified versions of the various relaxation models have been
adapted for use in the classroom (Hawley & Hawley, 1972; Eberle, 1975;
Hall, Stone & Dulehunt, 1978; Truch, 1980). Exercises involve simple
muscle relaxation, deep breathing, and guided imagery. These relaxa-
tion methods are both developmental ly and practically more appropriate
for use in the classroom than those exercises suggested by the authors
for adults.
PURPOSE: To Increase Chances for Success
When an individual's goal -di rected activities have been inter-
rupted arousing frustration and anger, verbal retaliation typically
occurs. As indicated in Table 2.2 destructive verbalization was iden-
tified by all the researchers who identified naturally occurring re-
sponses to anger, e.g., accusations, cutting remarks, screaming, threats,
and a host of other noxious verbal tactics. These tactics are aimed at
punishing the offender. The result usually is further hurt, frustration,
and anger. Only one researcher found constructive verbal responses to
anger (Averill, 1978). Most authorities agree that through constructive
verbal expression of anger, individuals can learn to control their own
behavior and effectively influence the person who is blocking their
efforts. Clearly, individuals need more appropriate strategies for the
verbal expression of anger as a means for restoring their chances for
success. These constructive strategies fall within two categories:
SPEAK ASSERTIVELY and DEAL EAIRLY.
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STRATEGY #3; SPEAK ASSERTIVELY
The objective of assertive behavior is to establish social effec-
tiveness through clear and honest expression of one's feelings while
respecting the rights and feelings of the others involved. Assertive
behavior is neither passive nor aggressive. Consensus exists among
the authors that the initial step for the constructive verbal expression
of anger is open acknowledgement and then a willingness and ability to
constructively express it. In relation to expressing anger, the de-
sired goal is also to change the behavior of the offending person who
is obstructing progress. This increases an individual's chances for
success
.
A statement called an "I message" facilitates the verbal expres-
sion of anger. It is a factual description of a concrete event that
fosters clear communication. It increases the probability of a change
in the behavior of the offender and eliminates aggression (Gordon, 1974;
Holt, 1970; Schlehofer, 1978). An "I message" contains three elements;
1. An honest statement of the feelings experienced.
2. A non-judgmental
,
non-blaming, description of the unaccept-
able behavior as perceived by the target person.
3. A concrete statement of the effect the offending behavior
has on the person making the "I" statement.
When using the "I message" an individual must maintain eye contact and
speak clearly with a calm yet strong tone of voice. The "I message"
may also include a statement of what the person wants. An "I message"
might sound like this: I feel angry when you borrow my book without
asking. Please ask me first.
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The authors who speak directly to the issue of anger in children
strongly advocate that appropriate verbal expression of anger is vital.
Assertiveness training programs that teach the use of "I messages" to
middle school children are not available. Therefore it is necessary
to adapt the adult version for use with students. Since Gordon (1975)
and others indicate that adults have difficulty describing the effect
of the offending behavior (number 2 above), and since an "I message"
is still effective without this element, it seems reasonable to eli-
minate it for youngsters. The "I message" would contain a simple
statement of feelings and a non-judgmental description of the bother-
some behavior or a statement of the effect. It might include a state-
ment of what the youngster wants. Lessons would help youngsters
identify feelings and learn to use the patterned response:
"I feel when you . I want .
"
Since anger is a feeling in response to some type of hurt, the young-
sters would learn to name the feeling that triggered the anger, e.g.,
hurt, disappointment, betrayal, etc. Most sophisticated forms of the
"I message" suggested by Alberti and Emmons (1974) are:
"I strongly disagree with you."
"I am very disturbed/distressed by this whole thing."
"I really don't like that."
The alternative forms suggested by Alberti and Emmons are particularly
useful for youngsters at higher stages of self knowledge. "I messages"
are a necessary ingredient for the next strategy.
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STRATEGY #4: DEAL FAIRLY
By speaking assertively an individual has a tool for another
verbal strategy v/hich is commonly termed "fair fighting" (Bach, 1974).
Most of the "how to" literature includes variations of the following
guidelines:
1. One person speaks at a time and is not interrupted,
while the other one listens.
2. After each person speaks the listener must accurately
paraphrase what was said to assure understanding.
3. Clear requests for change are made.
4. Ample time is allowed for attaining closure or resolution
which should be a solution which meets both parties satis-
faction
.
Throughout the interchange statements must be clear, realistic, specific,
and fair. They must express genuine feelings and must reflect the
"here and now" rather than reflect what happened last week. Persons are
not allowed to dig up old feelings that have been stored. Each person
accepts responsibility for the conflict and willingness to change.
Other forms include negotiation and compromise. Negotiation re-
quires the following steps:
1. Clear identification of the problem is agreed upon.
2. Clear statements of what each person did or wants is made
by each.
3. Agreement is made by all sides on a common statement of
the problem.
4. Choices and alternatives are discussed.
Negotiation focuses on solving problems rather than determining blame.
Compromise is typically the outcome of negotiation. It requires that
each side commit to some form of concession. In addition, techniques
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might include noting the difference between fact and opinion and using
less dogmatic phrases, such as "it seems to me."
Learnina to "DEAL FAIRLY," negotiate, and compromise are appro-
priate and useful skills for middle school children, although it will
be necessary for the teacher to function as the facilitator. After
practice other students might learn to act as facilitators to each
other.
PURPOSE: To Enhance Self Esteem
The lowering of an individual's self esteem has been identified
as cause for anger (Averill, 1978; DeCecco, 1974; Richardson, 1918).
Humiliating remarks, antagonistic teasing, belittling, and other
derrogatory verbal assaults create hurt feelings and make individuals
feel vulnerable. Sometimes the hurt person lashes out in retaliatory
anger to degrade the offender and to stop the offensive behavior or
individuals may continue punishing themselves by believing the criti-
cism is true. Contrary to the previous strategies which presented
constructive methods for openly expressing anger, these strategies focus
on adjusting one's own thoughts, feelings, and mental activities to
overcome hurt feelings, prevent self-criticism, and view the offender
and/or offensive situation in a different way. This helps to alleviate
the need for overt expression for those times when expression is not
possible. Authors have presented an assortment of specific activities
both for modifying the impact of the offender and for enhancing the
person's self esteem. These have been categorized into two groups:
SELF TALK and SELF DRAMA.
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Because these two strategies address the final developmental
stage (adolescence onwards) these strategies are not presented and
assessed in this study. They are briefly presented here for the pur-
pose of providing a more complete developmental paradigm.
STRATEGY #5: USE SELF TALK
As cited previously, cognitive labeling is an important ingre-
dient for arousing anger. Self talk is the silent, inner vocalization
of thoughts and feelings that label in another way the offensive person
or situation. Through self talk individuals can change their percep-
tions in a way that lessens the hurt or the threat to self esteem.
Rather than responding with anger, individuals can change their percep-
tion of provocation and consequently their responses. This short cir-
cuits the anger response. Novaco (1979) identified four sequential
stages of provocations. He suggested the following self statements
for each:
Stage Statement
1. Preparing for provocation "This could be a rough situ-
ation but I know how to deal
with it."
2. Decreasing the impact and
confrontation
"You don't need to prove your-
self. Don't make more out of
this than you have to.
3. Coping with arousal "My muscles are getting
tighter. Relax and slow
things down .
"
4. Reflecting later
Conflict unresolved "Don't take it personally.
It's probably not so serious.
Conflict resolved "I handled that one pretty well.
That's doing a good job."
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Praise of oneself for constructive management of feelings is useful
at each stage. Use of SELF TALK helps promote a positive self concept.
In addition, it promotes learning to take another's perspective and
furthers one's understanding of self and others.
Although SELF TALK is not developmental ly appropriate for pre-
adolescents, it can be an extremely useful tool for high school students.
However, it may be necessary to rename the stages;
1. Getting Ready,
2. Loosening Up,
3. Softening the Blow,
4. Feeling Okay.
Because certain slang phrases vary in acceptability depending upon
what's "in," it would be beneficial to brainstorm phrases for each stage
identified by Novaco.
Several authors believe that feelings overlap significantly with
thoughts (Ellis, 1975; Hauck, 1974; Lazarus, 1975). Consequently in-
dividuals may change negative self feelings by thinking positively about
themselves and not taking things quite so seriously.
In addition SELF TALK may take written form (as opposed to inner
vocalization). An example is a detailed letter written to the offender
but not delivered. The letter should explicitely explain the situation,
the magnitude of the feelings and formulate a plan for resolution.
Reconstructing an actual event, making lists of statements, stories,
and poems are also beneficial. Novaco (1975) utilized an anger diary
which encouraged the persons to monitor anger episodes. These are
particularly useful for preadolescents since the activity is more
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concrete. For middle school children fill-in worksheets that ask for
specific information would facilitate easy written expression both
for specific episodes and general daily recording.
STRATEGY #6: USE SELF DRAMA
SELF DRAMA is the visualization of chosen persons and events within
one's mind. It allows for restructuring a situation, characters, roles,
interactions, and outcomes to suit the needs of the individual. It
channels the angry energy in several productive ways. It embeds SELF
TALK in problem solving (what must be done to resolve the conflict or
achieve desired goals). Bandura (1977) suggests conducting problem
solving in thought rather than action as a means for symbolically testing
alternatives and discarding or retaining solutions based on the calcu-
lated consequences.
SELF DRAMA also provides a means for exhalting oneself through
visualizing oneself as successful. The individual has complete control
over the characters and action. Madow (1972) suggests creating a fan-
tasy where the offending person is seen in a ridiculous disguise.
Richardson (1918) stated that "such imagination orocesses are observed
to afford pleasure to the subject at the time and may lead to a new
level of self confidence which has important influences on later be-
havior" (p. 43). In addition, both SELF TALK and SELF DRAMA are
supported by Richardson's conclusions that (1) almost all anger is
accompanied by some form of vocalization, and (2) a shift in attention
is one of the most successful techniques for managing anger.
It is likely that the preadolescent will have difficulty with
SELF DRAMA. Devel opmentally it is appropriate for high school
students.
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Besides necessitating skills in concentration and imagery, it requires
taking alternative internal roles. In order to avoid SELF DRAMA
that portrays a winner and loser it might be beneficial for high
school students to focus primarily on their own achievement. As a
self-initiated and self-directed activity its feasibility is question-
able even for students in high school. A modified approach might
involve teacher-guided SELF DRAMA followed by written expression.
Summary
Anger is a developmental physiological and emotional reaction to
hurt. The intent and consequences of the angry response differentiate
the destructive expression of anger from the constructive expression.
As illustrated, anger is a reactive emotion with specific char-
acteristics. The terms frustration, aggression, and hostility often
are used interchangeably, but are not synonymous with anger. Anger is
a temporary internal state. Aggression is an overt behavior aimed at
harming. By contrast hostility is an enduring attitude one carries.
Neither of these responses contain the specific physiological character-
istics of anger.
Developmental theorists indicate that learning to manage anger is
one of children's most difficult tasks. Unfortunately this task has
been left to normal socialization processes, rather than to deliberate
psychosocial education. The result is a broad array of destructive re-
sponses .
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Historicdlly th© study of angor has boGn limitGd. Studios focusGd
primarily on causes and responses to anger in adulthood. It is only
in the last five years that the subject of anger has become a' topic of
interest in terms of methods for self management. Yet, the majority of
the "self help" books are not based upon empirical study, but upon sug-
gestions by clinicians. In addition, these books are aimed at the adult
population who have an array of choices for changing not only their self
management strategies, but their life situations.
The literature specifically for children consists of a misguided
elementary view of anger as an unpleasant feeling expreienced by every-
one (Kroll, 1976; Laiken, 1980; Simon, 1974; Watson, 1971; Wilt, 1979;
Zolotow, 1972). This literature neglects examination of the distinct
developmental characteristics of anger and does not offer constructive
strategies for management. Nor is there a structured curriculum avail-
able for youngsters who are attempting to deal with the school environ-
ment which is seething with feelings of frustration and anger.
The following chapter, therefore, presents the constructive strate-
gies developed to help preadolescents resolve the causes of anger in
socially acceptable ways. These strategies are incorporated into a ten
lesson curriculum. The curriculum is accompanied by a teacher's manual
which was designed for classroom teachers who wish to use the curriculum.
At all ages anger is present and influences our thinking and
behavior, although its causes and expressions change with socialization.
The causes of anger increase with age. Initially, the sole cause is
hurt to one's body. Added to this later are hurt to one's chances for
success and hurt to one's self esteem.
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In t6res ti ngl y> peopl e both provoke anger and become the targets,
yet ultimately they also limit its constructive expression through social
prohibitions against any expressions of anger. The result of this con-
tradiction is an array of destructive responses. Initially responses
are random displays of energy. As the process of socialization attempts
to suppress this energy, anger manifests itself through impulsive overt
physical and verbal expressions, indirect expressions, or internalized
somatic symptoms. This cycle furthers the initial hurt which caused
the anger. Although the means are destructive, the purposes of the re-
sponses are positive, i.e., to reduce the hurt to one's body/feelings,
increase chances for success, or enhance self esteem.
The curriculum on anger is designed for general classroom use
with preadolescents. The lessons are appropriate for this according to
the developmetnal theory of anger and the theories of self knowledge
(Alschuler & Weinstein), cognitive learning (Piaget), and moral reason-
ing (Kohlberg), i.e., the late elemental and early situational stages,
the concrete stage, and the late pre-conventional stages respectively.
It is divided into two sections: (1) What anger is, and (2) What
to do about anger. The goals of the first section are: (1) to intro-
duce the concept of anger as a unit of study, (2) to understand the
relationship between our bodies and our feelings, (3) to learn the two
main causes of anger for preadolescents, and (4) to identify typical
destructive responses to anger. The goals of the second section are
to learn two strategies for constructively reducing the hurt to one's
body/feelings ("LET GO" and "LOOSEN UP") and to learn two strategies
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for constructively reducing the hurt to one's chances for success
("SPEAK ASSERTIVELY" and "DEAL FAIRLY").
Lessons for each of these goals take approximately forty minutes
to complete. The lessons specify the goal, objects, materials, proce-
dures, and follow-up activities for the students and teacher. Some
of the lessons require specific classroom structural changes for
implementation of the skills. Time and space must be available for
self recording, self disclosure, verbal and written interaction with
peers and teacher, and practice of the strategies. These are identified
in the follow up section of the lesson plans.
CHAPTER III
TEACHER'S MANUAL AND CURRICULUM
Introduction
The best means for describing how the strategies identified in
Chapter II were taught in the classroom is to present the complete
(a) teacher's manual, and (b) curriculum. The concepts and activities
presented in the unit are specifically designed for use by regular
classroom teachers without any special training or additional assist-
ance. A teacher's manual accompanies the curriculum and provides a
detailed explanation of the conceptual framework and organization of
the curriculum. In addition, it contains instructions on implementa-
tion of special teaching techniques used in the curriculum, i.e.,
brainstorming, affective questioning, role playing, and use of whips.
Because the curriculum emphasizes active participation for both
the teacher and students, the teacher's role and model and facilitator
is essential. The manual, therefore, elaborates upon how to facilitate
the creation of a classroom climate where the rules, roles, expectation,
and norms are conducive to self exploration, self disclosure, and use
of the strategies.
The teacher's manual contains instructions on collaborative
decision making skills since decision on how and where to implement
structural changes must be made. This promotes the preadolescents'
abilities and needs to experience interchange of thought and
48
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cooperation with others in the design of the rules that govern their
lives. This also has the effect of creating mutually meaningful rela-
tionships, ownership of the decisions, and helps create the peer
approval that is important to youngsters at this stage of development.
Finally, the manual includes suggestions for setting up the physical
environment so that the constructive strategies can be used with
minimal effort and distraction to the classroom.
Teacher's Manual
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1 . PREFACE
This curriculum focuses on a problem faced by teachers and
students in every classroom — the destructive expression of frustration
and anger. Students are faced daily with the pressure of rules, expec-
tations, limited human and m.aterial resources, shared living space and
a myriad of anger producing incidents with peers and adults. Yet,
although everyone experiences these feelings, we collude in an attempt
to deny, suppress, punish, and /or ignore them.
The unfortunate result is that a barrage of overt behaviors occur:
hitting, pushing, threatening, name calling, sulking, refusal to work,
etc. In addition, a variety of "under cover" behaviors such as vandal-
ism, stealing, and substance abuse are manifested. Privately individ-
uals suffer from stomach aches, head aches, and numerous other physio-
logical maladies.
Interestingly, our resistance to openly accepting and expressing
anger gives the emotion more energy and consequently the potential for
greater destructive power. Until we help youngsters to openly recognize,
accept, and learn to cope constructively with frustration and anger,
students will be unable to control their behavior.
It is the purpose of this curriculum, therefore, to provide deli-
berate psychological education about frustration and anger, what they
are and v/hat students can do constructively to deal with these
diffi-
cult thoughts and feelings. It is designed for use with
preadolescents
in grades five and six. Adolescence (usually ages 12-19) is a
difficult
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life stage often characterized by ambiguity and conflict. Because
adolescents' problems are often intensified in junior and senior high
school, this curriculum is a preventive approach toward lessening the
impact of some of these problems.
In addition to being preventive, this curriculum will have a
variety of positive effects upon the classroom interactions and climate:
(1) students' destructive behaviors used for coping with anger will
decrease, (2) students' use of constructive strategies for coping with
anger will increase, (3) teacher disciplinary actions will be decreased,
and (4) the students' and teacher's satisfaction with the classroom
climate will increase. Ultimately, by establishing a classroom environ-
ment which channels frustration and anger in positive ways, the
destructive power of anger is reduced and positive interactions and
cooperation are increased. The classroom lifestyle becomes healthier
and more productive.
In order to necessitate a minimum amount of preparation time for
the teacher, the curriculum contains pertinent information about anger
and all learning materials. The lessons take approximately 40 minutes
each and fit into many school's prescribed social studies and health
objectives. Improvements in classroom atmosphere occur immediately
since the issue of onesself and anger become ligitimate topics of
study.
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2. CONCEPTUAL FRAMEWORK
What is anger? Anger is a natural response triggered by perceived
threat, injury, or injustice. It is accompanied by specific psysio-
logical changes, such as quickened heart beat, increased oxygen supply,
tightened muscles, and other sensations. The result is the creation
of additional energy.
The intensity of anger may range from mild irritation to unmiti-
gated rage. Not expressing or releasing the energy created by mild
irritations may lead to an accumulation of anger until it finally can
no longer be contained. These accumulated feelings are often dumped
on the nearest and safest target. When a person's response to a situa-
tion is more intense than seems warranted it may be the result of an
accumulation of less intense angry feelings.
Because anger often is inappropriately expressed, it is grossly
misunderstood as a destructive emotion. In actuality, anger is a
healthy and productive emotion. It acts as a signal and provides the
energy necessary to resolve hurt and restore balance. Whether it is
ultimately destructive or constructive depends upon the way it is
channel ed.
The Development of Anger
Anger, at all ages, is present and influences our thinking and
behavior, although its causes and expressions change with socialization.
Many youngsters are taught that nice children do not feel angry, and
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that verbal expressions of anger may lead to loss of love. They learn
to deny and suppress their feelings or their feelings emerge as im-
pulsive overt behaviors.
Numerous researchers have suggested ways to differentiate causes
of anger. All the categories fall within the developmental framework
of hurt to one's body (physical discomfort), hurt to one's changes to
succeed (interruptions in goal -di rected activities), and hurt to one's
self esteem (attack on one's identity, limitations set, etc.).*
As the causes of anger increase with development, the responses
correspond. Early causes are external and the responses are limited
to random overt behaviors. With development causes become more person
related and responses are directed. In late adolescence and adulthood
responses are processed indirectly or internally in the form of psycho-
somatic symptoms (rashes, ulcers, etc.).
Table 1 illustrates the developmental fram.ework for causes and
responses to anger. Although these responses are destructive, the
intended purposes are actually constructive, i.e., to resolve the hurt
to one's body or chances for success. The constructive strategies are
designed to serve the same intended purpose only in socially acceptable
ways that do not harm oneself or others. These strategies are summarized
in Table 2.
The 1 ast two strategies are not appropriate for the developmental
stage of preadolescents. The curriculum, therefore will hot include
these strategies.
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Table 1
Developmental Causes and Responses to Anger
Stages Causes Responses
Infancy and
early years
External physical
di scomfort
Random overt phys-
ical and verbal
behavi ors
Pre-adolescence
and early
adol escence
Blocks in goal-
directed activities
Person related
Directed overt
physical and verbal
behaviors
Limitation set by
sel f or others
Late adolescence
and early adult-
hood
Assault to one's
sel f esteem or
identi ty
Indirect expression
or internalized
somatic symptoms
Table 2
Constructive Responses to Anger
Purpose of the Response Basic Strategies
To restore physical wel 1 -being if]
ii2
Let Go
Loosen Up
To increase' chances for success #3 Speak Assertively
#4 Deal Fairly
To enhance sel f-esteem f?5 Use Self-Talk
76 Use Self-Drama
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3. ORGANIZATION OF THE CURRICULUM
The curriculum is divided into 2 sections and consists of 10
sequential lessons. The lessons are confluent, i.e., they synthesize
affect (feelings, attitudes and values) with cognition (intellectual
activity), and motor actions. In addition to the lessors, suggested
activities and worksheets are provided at the end of each section.
These elaborate on the core concepts or provide further practice of
new skills.
Section I focuses on understanding the nature of anger by identi-
fying the physiological elements, typical causes, and typical destructive
responses. Section II teaches constructive strategies for coping with
frustration and anger. The strategies are arranged in a devel opmental ly
appropriate sequence which compliments the theories of Piaget (cognitive)
and Alschuler and Weinstein (self knowledge). The strategies are both
sel f-ini tiated and self-monitored in ways which are easily incorporated
into classrooms. The names used for these strategies were chosen so
they would be meaningful to pre-adolescents.
Each of the lesson plans provides the following: (1) goal, (2) ob-
jectives, (3) materials, (4) procedures, and (5) follow up. Each lesson
begins with a review of the concepts from the previous lesson and allows
time for self-recording. The worksheets accompanying the lessons are
located on the pages immediately following the lesson. The special teach-
ing techniques used in the lessons are explained in detail on pages
of this manual
.
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Since the curriculum incorporates both the development of self-
awareness and new behaviors,- it is important that there be days in
between the presentations of lessons. This allows time for integra-
tion of the concepts and practice of the skills. Suggested activities
or worksheets may be used on those days.
On the following pages is an outline of the curriculum goals,
objectives, and worksheets.
Goals
Objectives
Worksheets
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4. SPECIAL TEACHING TECHNIQUES
The confluent nature of the lessons incorporates special teaching
techniques: brainstorming, affective questioning and role play.
Listed below are some suggested guidelines for their effective use.
A. Bra i nstormi nq . This technique is used when generating spon-
taneous ideas. The rules of brainstorming are simple and should be
posted in the classroom for easy reference. They are:
(1) record all ideas — the wilder the better.
(2) make the list as long as possible.
(3) do not judge or evaluate any ideas.
(4) do not discuss or problem solve.
The teacher should record on newsprint while students call out ideas.
It is helpful to add your ideas also. Stop when the students have ex-
hausted their responses. The newsprint should be posted in the class-
room.
B. Affective Questioning . Certain devel opmental ly appropriate
questions encourage openness and self-disclosure (Weinstein, 1980).
These questions focus nonjudgmental ly on "what" and "how" rather than
"why." Questions which are devel opmental ly appropriate for 5th and
6th graders at the two different levels are:
At the elemental stage:
Where did it happen?
When did it happen?
What were you doing when it
happened?
Who was there?
Who did what?
What did you do?
Who said what?
What did you say?
How ^d id people look?
What happened right before that?
What happened right after that?
What did you want?
What did they want?
How did you look?
How did your body feel?
What did you like or dislike
about it?
«
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At the situational stage add the following;
What were some of the things you were saying to yourself during
the time?
What were the feelings you were experiencing?
What made you think that?
What made you feel that?
What did you think would happen?
What started it?
What made you say that?
How did it affect the rest of your day? (or anytime after?)
What did you do as a result of what you felt?
What would a "title" be for that whole situation?
What did you want more (or less) of?
Students at the elemental stage may have difficulty with situational
questions. However, it is productive for th'em to be exposed to the
questions
.
As a concluding process, it is helpful to focus on similarities
and differences in responses. This assists the youngsters in under-
standing that their feelings are often shared by others. It also demon-
strates that many people have different feelings and responses to the
same situation which is also very natural.
C. Role Play . Role playing is simply where students are pre-
tending to be someone else in a defined situation. Interactions are
spontaneous. The players use their own thoughts, feelings, and responses.
Through role play students are able to explore and express their own
feelings in the guise of another person. In addition they are able to
experience another's point of view. Role play helps to allow experi-
mentation with new skills outside of real life.
The following guidelines are helpful in facilitating role play:
1. Assign specific roles and define the situation, i.e., time,
place, setting, and events that lead up to the situation.
2. Allow brief times for players to understand their role.
3. Keep the role play short (2-5 minutes).
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4. Choose the players cautiously. Students who have greater
peer status should play the less desired roles. Avoid
"type casting."
5. Expect the students watching to observe quietly and give
feedback after the role play has been con’.pleted.
6. Iimnedi ately after the role play allow the players to share
their thoughts and feelings. Do this prior to observer
feedback
.
7. Discussion should deal with what occurred during the role
play and how the people and events parallel real life
situations.
When solving problems through role play, follow this procedure:
1 . defi ne the probl em,
2. fdentify alternatives,
3. act out the alternatives,
4. teacher and student provide feedback and discuss new alter-
nati ves
,
5. substitute role players and change the endings,
6. evaluate alternate endings.
D. Whi ps . As a means for quickly assessing students' feelings or
responses to a concept or situation, the whip is both fun and productive.
After posing the question or problem, students are allowed a few moments
to identify their response. The teacher then "whips" around collecting
one or two word responses from each student. The entire process should
take only a few minutes. Each student has the right to pass.
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6. COLLABORATIVE DECISION MAKING
Willingness to facilitate collaborative decision making is an
important component of the curriculum. Collaborative decision making
helps to insure greater motivation, involvement, and satisfaction in
the outcomes for the students. It also insures greater likelihood of
compliance since the students have a vested interest in the success
of thei
r
decisions.
When making a decision col 1 aborati vely
,
each member contributes
to the extent they choose. Contributions by all members are encouraged.
No judgments are made about the content of the contributions. The ideas
are utilized in terms of their relevance and appropriateness toward
attaining the goal. The final decisions are the product of interaction
and integration of thinking, feelings, and negotiation rather than
unilaterally made by the teacher.
The following guidelines are helpful in facilitating collaborative
decision making:
A. Begin the discussion with statements that clarify the task.
This helps orient the students.
B. Conduct quick surveys during the discussion. These are
helpful for assessing degree of agreement. A show of hands
is a quick method of surveying.
C. Process checks during the discussion help the students remain
involved. There are statements of how things are proceeding.
D. Stop the discussion when the energy peaks even though resolu-
tion may not have been reached. Suggest that the students
think further about the issue and be ready to present their
opinions at the next session.
E. Debrief at the end. It is useful in providing information
on
areas that need improvement.
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F. Sum up the ideas at the closing. It is helpful to record and
post the summary so students are clear about what was
accompl ished.
When the decisions are completed, request agreements from the
students to honor them. Agreements may be written or verbal. Verbal
agreements should be sealed by having students state the agreement to
another student. Eye contact should be maintained during this agreement.
Statements might include: I agree to support. . . .
I agree to abide. . .
I agree to honor. . .
I agree to respect. . .
I agree to participate. . .
Agreements validate the commitment.
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7. THE PHYSICAL ENVIRONMENT
Specifically designated space (collaboratively determined) is
needed for using the strategies. Necessary materials should be avail-
able and the area should provide privacy. Usually a corner provides
ample space. Materials for the "let go" strategy, for example, include
scrap paper to rip or wad, a waste basket for disposal, and jars of
colored water. A desk with a cardboard partition on the top is helpful
for defining space and privacy.
Displays on bulleting boards and other visual cues are important.
Posting brainstormed ideas, decisions, etc.
,
are also important. These
visual representations of the unit give it significance and act as
cues for self-awareness and use of the strategies.
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TEACHING PRE-ADOLESCENTS CONSTRUCTIVE RESPONSES
TO ANGER: A CLASSROOM CURRICULUM
Goals
Objectives
Worksheets
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SECTION I
Anger: What It Is
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Lesson 1 : Introduction
Goal: To introduce concept of anger as a unit of study.
Objectives: To help students recognize the need for learning about anger
To obtain a verbal contract to learn ways to cope with anger
To introduce the concept that it is okay to feel angry.
To introduce the concept that it is what we do when angry
that causes problems.
Materials: chalk board
scraps of paper
manilla folders
Procedure:
1. List on the board: happy, sad, angry.
2. Ask the students to close their eyes and remember a time yesterday
or today when they felt very happy. Ask them to think of what
happened to make them feel so happy and what they did while they
were happy.
3. Ask the students to open their eyes and stand next to their desks.
Tell them that they are going to show the way happiness looks on
their faces when you count to 3.
4. Ask students to return to their seats. Repeat the process for
sad and angry.
5. Draw a continuum on the board. 1 2 3. Tell the students
easiest hardest
that they are to decide which feeling is the easiest to deal with
and which is the hardest. Hand out scraps of paper.
6. Ask students to draw the continuum and fill in the feeling words.
Put a circle around the feeling that is the hardest.
7. Collect the scraps. Ask one student to read them off while you
tally them on the board.
8. Discuss the following: Why do you suppose anger is ?1 — the
hardest to deal with? When we are babies people help us learn
to walk, eat. . .what else? Then we go to school. What kinds
of things do people at school help us learn? What kinds of help
have you gotten for coping with this difficult feeling of anger.
Has anyone helped you? Who? How?
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Raise your hand if you have a special thing to do when angry.
Raise your hand if you have a special place to go when angry.
Raise your hand if you think being angry is not good. This might
surprise you, but anger is really quite helpful. It helps us get
what we want or need, or it helps us protect ourselves. It is an
important and natural feeling.
9.
Write on the board: It's okay to feel angry.
10. How many of you get in trouble when you're angry? If anger is okay,
then why do you suppose so many of us get into trouble when we're
angry?
11. Write on the board: It's what we ^ when angry that causes problems.
12. Ask the students if they would like some help learning about what
anger is and what to do about anger. Tell them you will all spend
some time learning about anger and ways to cope constructively
with it in the classroom.
13. Tell the students that each of them will have a special folder for
keeping all their papers about anger. These folders are absolutely
CONFIDENTIAL . Explain confidentiality. Tell them that you will be
checking their papers only to be sure that they are completed. You
will not read them unless they want you to.
14. Pass out folders and allow time for the students to decorate them.
Instruct them to keep all papers in and to keep the folders in
their desks until you have finished learning about anger. Then
they may take them home.
Fol low Up:
Students: Worksheet: Angry Chart.
Teacher: Explain that the student's first assignment is to keep
track of when they feel angry. Pass out the charts and
discuss the columns. Decide upon appropriate classroom
times for recording, e.g., before school, after recess,
after lunch, etc.
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Date Person This is what happened What 1 did
1
I
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Lesson 2: Anger in our Bodies
Goal. To understand the relationship between our bodies and our feelings.
Objectives. To learn where in our bodies we experience anger.
To identify the specific physical signs of anger.
To identify the specific physical effects of anger.
To learn that angry feelings that are not expressed are
harmful
.
Materials: overhead projector
worksheets: Signs of Anger
Effects of Anger
Procedures
:
1. Allow time to record on Angry Charts.
2. Review concepts from yesterday.
3. Begin by asking the students to sit in a circle, close their eyes
and picture someone they know feeling extremely angry. Tell them
to notice how the person's body and face look. Have the students
open their eyes and describe the person. They are not to use any
names. Write "Signs of Anger" on the board and record their
descriptions underneath.
4. Ask how people feel inside when they are angry. Discuss: what
happens if we don't express our feelings? Do feelings ever make
people sick? Tell the students that headaches, stomach aches,
tight muscles, etc., are often the result of feeling angry. Ask
the students what kinds of things happen to their bodies when
they feel angry (heart beats faster, adrenalin flows, breath is
faster, teeth clenched, mouth dry, muscles in throat are tight,
voice changes, goose bumps, butterflies in stomach, etc.)
Write these on board under "Effects of Anger."
5. Tell the students that today they will be doing body sculpture
(discuss term sculpture). You will read some expressions that
describe people when they are angry. They are to sculpt a
partner to look that way.
6. Ask for a volunteer to be sculpted by you.
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7. Wn tG thG phrasG: I iii so mad I could scream." Scul[)t the
student — let the students know that you are first sculpting
the face and then the body. Name the physical signs and
effects taking place in the body as you sculpt the student.
8. Ask the students to find a partner and a place to stand together.
Read the following statement and write on the board;
"I'm really hot under the collar."
One student sculpts the other.
9. Students change turns and the other sculpts the expression:
"I'm ready to blow up." (write on the board)
When finished, ask the students to name the physical signs they
scul pted
.
Follow Up:
Students: Worksheets: Effects of Anger
Signs of Anger
Students are to label the different signs and effects on
the worksheets.
Teacher: If available, put worksheet on overhead transparency and
diagram worksheets together.
Privately point out signs of anger in students when you
see them.
Ask students to identify where they feel the anger.
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MY BODY; SIGNS OF ANGER
Because our mind and body work together as one, our feelings
affect us physically. When we feel angry our body shows it in
many different ways.
When I am angry these signs show up on my^ body:
77
Physixat of Ander
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Lesson 3: Causes and Degrees of Anger
Goal : To learn the two main causes of anger.
Objectives: To identify the typical causes of anger.
To categorize causes into two main groups
a. hurt to one's body/feelings.
b. hurt to one's chances for success.
To understand that there are different degrees of anger.
Materials: story: Amy
red crayons
worksheets: Degrees of Anger
Anger Cartoon
Procedures
:
1. Allow time to record on Angry Chart.
2. Review concepts
.
3. Tell the students that today you will be talking about things
that happen to make us angry.
4. Explain that anger occurs when we are hurt. It may be hurt to
our bodies and feelings, or hurt to our chances to succeed.
Put two categories on the board: body/feelings and chances for
success
.
5. Instruct students to listen as you read the short story about
Amy. Tell the students that you will read the story again
and they are to (1) raise their hands when you come to a part
where she is hurt, and (2) name the category.
6. Explain that some things make us more angry than others. Discuss
thermometers. Draw a therm.ometer on the board (refer to the
worksheet)
.
Tell the students that they will measure how angry different
situations make them, and color the thermometer to indicate
the degree of anger. (Use a transparency of the worksheet on
an overhead projector to demonstrate the first situation.)
1
7.
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RGdd thG following situdtions cind writG the word (indicating
the cause) on the board.
Causes
1. grabbing 1
.
2. hitting 2.
3. name cal 1 ing 3.
4. cheating 4.
5. blaming 5.
6. pushing 6.
Si tuations
You are working hard on a special
report for class. A person runs
by and grabs it from you.
Someone hits you for no reason,
Somieone keeps calling you a name
you hate.
Someone keeps cheating on the
other team.
You were blamed for something
you didn't do.
You're standing in line and
people keep pushing.
8. Ask the students to choose the cause that made them most angry .
Tally on the board. Repeat the procedure for the cause that made
them least angry
.
Follow Up:
Students: Worksheet: Angry Countoon
Teacher: Tell students that they are to begin keeping track of the
causes of their anger. They will record these on the
Angry Countoon. Each time they feel angry they will color
the square under the appropriate cause.
Remind students to use both the Angry Chart and the Angry
Countoon
.
80
AMY
Amy awoke late for school. She dashed into the
BATHROOM TO WASH HER FACE AND COMB HER HAIR, HeR SISTER
KEPT POUNDING ON THE DOOR. "HURRY UP, AmY . " AmY PULLED
OPEN THE DOOR AND BRUSHED PAST BeCKY. BeCKY STUCK OUT
HER FOOT AND AmY TRIPPED.
Through the window Amy saw the bus approaching. She
KNEW Mr. Beck didn't wait for anyone. She grabbed her
KNAPSACK AND RAN FOR THE DOOR. As SHE GOT ONTO THE BUS
SOMEONE KNOCKED HER KNAPSACK OFF. "CuT IT OUT," AmY YELLED.
As Amy sat down she noticed her best friend, Britt,
SITTING WITH SOMEONE ELSE. JuST AS THE BUS APPROACHED
SCHOOL Amy remembered her incomplete homework. Her heart
BEGAN BEATING FASTER AS SHE REMEMBERED THE WORDS OF HER
TEACHER, "incomplete HOMEWORK MEANS NO FIELD TRIP."
Luckily she had just enough time to finish the last
PAGE OF HER MATH HOMEWORK. SEEING THE CLASSROOM DOOR AJAR,
Amy QUICKENED HER PACE. JuST AS SHE ARRIVED, MiKE BLOCKED
HER FROM THE ROOM. "WhAT's THE PASSWORD?" HE ASKED SMILING.
"Move," Amy replied pushing Mike aside, "No!" he answered
AND grabbed her WRIST. SUDDENLY AmY BEGAN SCREAMING AND
CALLING HIM NAMES. MiKE WAS SO SURPRISED THAT HE LET HER
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GO AND MOVED AWAY. AmY RAN TO HER DESK, TOOK OUT HER
PENCIL, AND BEGAN CRYING. "WhAT'S WRONG WITH HER?"
Mike asked a friend. "You got me," his friend responded.
DEGREES OF K7 1/
CAUSE CAUSE
CAUSE lAUSE CAUSE
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Lesson 4; Experience Recall
Goal: To identify typical destructive responses to anger.
Objectives: To identify specific responses to anger.
To recall and elaborate upon an experience that involved
angry feelings.
To understand that destructive responses usually hurt
ourselves or someone else.
Materials: worksheet: Angry Report
Procedures
:
1. Allow time to record on Angry Chart and Angry Countoon.
2. Review concepts.
3.
Brainstorm what we do when we are angry. Record on newsprint
and post. Disucss ways people get hurt as a result of these
responses, (self and others)
4. Read the instructions on the following page (Experience Recall)
aloud to the students. Allow 10 seconds between each statement.
5. Distribute the Angry Reports.
6. Allow ample time for completion of the Angry Report. Encourage
the youngsters to add as much detail as possible.
7. Allow the interested students to share their reports. Ask who
was hurt — themselves and/or others.
8.
Remind the students that the reports are confidential and are
to be kept in their folders.
Follow Up:
Students: Students are to continue recording daily on the chart
and Angry Countoon.
Teacher: Identify angry responses as they occur in the classroom.
Use non- j udgmental descriptions of behavior.
When you see angry students remind them to record on their
charts and countoons.
Have extra charts available (printed on both sides).
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Experience Recall
We will be doing two things together today. First, I will ask
you to close your eyes and remember a time when you were feeling very
angry. Then I'll ask you to open your eyes and fill in the sections
on the angry report. Let's read them over so you'll know what they
are and so you understand them. Your worksheet will be kept in your
confidential folder so no one will read it. I will only check to be
sure you have completed each section. Are there any questions?
OK. Let's begin. For the first part please get as comfortable
as possible in your seat. You might want to put your head down.
Close your eyes and let your body relax. . .from your head to your
toes. Take three deep breaths as I count 1 (in and out), 2 (in and
out), 3 (in and out). Now breathe normally. Notice your thoughts for
a minute.
Now I want you to follow my voice and begin to picture yourself
in a situation where you were very angry. I want you to remember the
experience as much as you can. First, picture the place where you were.
What did it look like and who was there? Picture how you looked. Now,
see if you can remember exactly what happened. What did you say? What
did you do? What did the other people do and say? See if you can
remember any of your thoughts at the time. What were some of your
feelings? What happened before you were angry? What was the final
result? What did you want to happen? Go ahead and finish the event
in your mind. Take your time. When I count to 3 please open your
eyes . 1 . . .2 3 open your eyes
.
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Jeport
what
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Optional Activities for Section I
Following Lesson 1: Brainstorm Topics;
a. Anger is.
. .
b. When I feel angry I. . .
c. Other names for anger.
. .
Following Lesson 2: Discussion
a. In what ways might anger be frightening? Helpful?
b. How does it make you feel when someone is angry at you?
c. Why would a person pretend not to be angry?
d. Design anger metaphors: col or, animal
,
thing, object, food,
music
Following Lesson 3: Role play the following angry situations. Dis-
cuss the causes and responses. Use affective
questions
.
1. Kids are at bus stop. Another comes up and begins teasing
one of them.
2. Everyone else went to recess. You have to stay inside and
finish some work.
3. Ask students to name situations to role play. Use cause
list as an aid.
Following Lesson 4:
a. Discuss the evolution of man's aggression, e.g., fight or
flight syndrome.
b. Discuss the relationship between our anger and our tendency
for war.
c. Brainstorm list of angry sounds; slamming doors, breaking
dishes, shouting voices. Illustrate on paper.
Following Lesson 2:
Fol lowing Lesson 4:
Suggested Worksheets
Hurt to My Chances for Successes.
Hurt to My Body and Feelings.
Anger in the News.
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HURT TO MY
®aaffl(ggs 5?®a JfHJCCIEIS
Soniething that caused hurt to my cliances for success v;as:
Where did it happen?
Who was there?
What were you doing?
How did it start?
How did it feel?
Where in your body did you feel the feelings?
What were you thinking?
What did you do?
What did you want to happen?
How did the incident affect the rest of your day?
I
HURT TO MY
and
Something that caused hurt to my body and feelings was;
Where did it happen?
Who was there?
What were you doing?
How did it start?
How did you feel?
Where in your body did you feel the feelings?
What were you thinking?
What did you do?
What did you want to happen?
How did the incident affect the rest of your day?
ivery day in the newspapers we read about people who were
angry and expressed their anger in a way that hurt themselves or
others.
Choose an article from the newspaper that involves anger.
Answer the following questions. Attach the article to this paper
1. Who was involved in the situation?
2. 'What was the cause of the person's anger?
5. How did the person respond?
4. How did the situation end?
in the news ...
SECTION II
Anger: What To Do About It
SECTION
II:
What
To
Do
About
Anger
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Lesson 5: Strategy :?1 : Let Go
Goal; To learn a strategy for constructively reducing the hurt to one's
body/feel ings.
Objectives: To understand that anger is physical energy.
To understand that the energy must be released before other
strategies are used.
To design ways, time, and space in the classroom for using
strategy #1 : "Let Go.
"
Materials: one package of balloons
three plastic containers (qt. size) filled 2/3 with colored water
worksheet: Let Go
Procedures
:
1. Review concepts. Allow recording time.
2. Hold up a balloon — blow a small amount of air into the balloon.
Discuss what happens to the balloon. Continue to blow up the
balloon — slowly — stop occasionally to discuss what's happening.
3. Relate air in the balloon to the energy created in our bodies when
we are angry. Sometimes we continue to store energy just as the
balloon stores air. Blow up a balloon to capacity. Tell students
that you are storing more and more energy in your balloon — just
like energy from anger. Once it's full pop it with a pin. Discuss
implications, i.e., anger must come out.
4. Have students in small groups experiment and discuss the difficult
ways to let out the energy. Assign one way to each group. They
demonstrate their way of letting the energy out and relate it to
anger. Strategies might include — letting go of balloon — it
flies randomly in the room; let out slowly — makes noise, etc.,
fill to capacity and pop; let air out slowly without noise.
5. Brainstorm on newsprint ways to "let go" outside. Post.
6. Ask students: Would it be helpful if vye had constructive ways to
let go of our energy in the classroom?
7. Brainstorm ways to "let go" in the classroom. Discuss need for
ways to be (1) not disruptive, (2) not take up too much room, and
(3) not hurt oneself or others.
i
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8. Suggest and demonstrate the following ways:
a. shake plastic containers;
b. silent scream;
c. tear up scraps of paper or wad paper;
d. stand next to the wall, push and shove with shoulders,
hands, and/or back;
e. stretch and bend forcing anger energy out of body,
9. Decide on guidelines for use — designate area of the room, time,
etc
. ,
for "Letting Go .
"
10.
Design and post guidelines for using the strategy "LET GO" in the
classroom. Guidelines should include (1) when, (2) where, and
(3) length of time allowed, etc.
Fol low Up:
Students: Worksheet: Let Go
Teacher: Set up the "Let Go" areas.
Use behavior descriptions (non-judgmental ) to cue students
to use the strategy when they feel angry.
Be sure that adequate materials are available in the "Let Go"
area.
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Lesson 6: Strategy ^ 2 \ Loosen Up
Goal: To learn a strategy for constructively reducing the hurt to one's
body/ feel ings.
Objectives: To experience a simple relaxation exercise.
To design guidelines for use of "Time Out" and "Do Not
Disturb"
Materials: "Outside In Procedure for Teaching Children to Relax"*
Time Out cards vyith Do Not Disturb printed on the back
Worksheet: Guidelines for Time Out
Do Not Disturb
Procedures
:
1. Review concepts. Record on chart and countoon.
2. Tell the students that many times when we are feeling frustrated or
angry it is helpful to relax. Today we will try one method for
relaxing.
3. Instruct the students to make themselves as comfortable as possible
at their seats. They might want to put their heads down, or feet up.
4. Read the directions on the Outside In Procedures (following pages)
5. Brainstorm the following. Post decisions.
When would be good times for relaxing in the classroom?
6. Show the students the Time Out card and Do Not Disturb card.
Explain that Time Out means that you do not participate at all but
put their heads down on their desks with their card out. During
Time Out they can then practice relaxation exercise, take deep
breaths, or put their heads down.
Do Not Disturb indicates that they are still doing work but do not
want anyone to disturb them. Together determine the guidelines
as indicated on the worksheet. Discuss limits, e.g.. Time Out
during tests is not allowed.
7. Tell the students that whenever possible one of these two strategies
should be used first and then one of the next two that they learn.
* Truch, S., Teacher Burnout and What To Do About It (Novato, CA.
Academic Therapy Publications, 1980.
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Fol low Up:
Students
:
Teacher:
Worksheet: Copy guidelines for Time Out onto the worksheet.
Put signatures on Do Not Disturb section.
Model use of the strategy.
Cue students.
Consequences for misuse are to be discussed and negotiated
col laboratively
.
\
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GUIDELINES F O R Tlf'^E OUT
Use of Time Out means that I am relaxinq.
Time Out may be used at the following times:
Time Out may not be used at the following times:
Time Out may last for minutes.
If I take Time Out
,
the work I miss will be made up (when)
When someone else is taking Time Out I wi 1 1 not bother that person.
I am willing to abide by our guidelines.
Signed:
DO NOT DISTURB
Use of Do Not Disturb means that I am doing my work but I do not
want anyone to disturb me.
I am willing to respect others when they have their Do Not Disturb
card out.
Signed:
100
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PlcMt PltM^
DO NOT DO NOT
“DISTURB” “DISTURB”
PicMt pitAit
DO NOT DO NOT
“DISTURB” “DISTURB”
«
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Lesson 7: Feelings
Goal: To increase feeling word vocabulary.
Objectives: To name as many feeling words as possible.
To understand that it's possible to have more than one
feeling at the same time.
To understand that situations create different feelings in
different people.
Materials: Newsprint
Worksheets: Anger As a Mask
Feeling Faces
Feelings List
Feelings Chart
Procedures
:
1. Review concepts. Allow recording time.
2. Distribute worksheet "Anger as a Mask." Read together.
3. Brainstorm list of feeling words on newsprint.
4. Put the following feeling words on the board:
Frustrated Area A
Irritated or Annoyed B
Left Out C
Put Down D
Hurt E
5. Assign an area of room for each word. Write words and area on board.
6. Instruct the students to listen to the following playground situations.
Read each two times. Students are to move to area which matches their
feel ing.
Playground situations:
You are involved in a game. Your team is winning. Someone
grabs the ball and runs away with it.
You and a friend want to be left alone. Some kids keep
following you, whispering and laughing.
Your team is losing the game. Someone on the other team
keeps cheating.
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Your friends will not let you join their game.
You are involved in a game with your good friends. They call
you out unfairly.
The supervisor blames you for something you did not do and
will not listen to your explanation.
Every time a certain person has a turn your team loses
points
.
7. Conclude by tallying the total for each area.
8. Return to seats. Discuss the following: Was it easy to choose the
feeling? Why not? Why wasn't everyone in the same area? What if
you're the only one who feels a certain way? Is it possible to have
more than one feeling at a time? When you're feeling angry do you
have other feelings also?
9. Distribute Feelings Sheet and Feelings Chart. The Feeling Chart
replaces the Angry Chart. Students are to record the feelings that
accompany their anger. They may use the Feelings Sheet for reference.
Follow Up:
Students: Do worksheet: Feeling Faces
Teacher: Students will have some difficulty increasing their verbal
use of feeling words. Incorporating as many feeling words
into other cognitive lessons is helpful.
Continue to describe behavior. Include impression checks
about feel ings
.
104
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FEELING FACES
Our faces sometimes clearly communicate our feelinqs.
For the following statements, find the face and feeling word
that best describes the feelings you might have in that situation.
Write the name of the feeling on the line.
1 .
2 .
3 .
•1
.
5.
C .
7 .
I can't wait until the game this afternoon.
I try hard but it doesn't help.
I'.m so glad you're my friend.
You're not playing fair.
Stop pushing.
Look at my new jeans.
I already did this paper.
Scared Surprised
8. We're going camping this weekend,
g. I'm going to the dentist today.
10. I never want to play with you again
11. I can't think of anything to do.
_
12. My dog hurt his leg this morning.
13. Quit calling me names.
14. I really did a horrible ]ob on this
15. I wish 1 could go home.
Bored
Discouraged
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HAPPY
q lad
pleased
delighted
content
elated
ecstatic
proud
eager
excited
courageous
worthy
accepted
grateful
hopeful
UNHAPPY-
UNSURE
angry
upset
uptight
annoyed
frustrated
irritated
disgusted
furious
spiteful
impatient
I
loving
needed
warm
cared for
kind
I
confused
uncertain
worried
concerned
uncomfortable
awkward
tired
surprised
apprehensive
anxious
hurt
put down
left out
lonely
indifferent
betrayed
bored
humiliated
cheated
disillusioned
envious
embarrassed
guilty
ashamed
depressed
discouraged
selfish
disappointed
important scared
admired remorseful
capable resentful
competent j ealous
secure deceived
success £ ul frightened
safe tense
understood lazy
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Date
CHART
Date Person This is what happened Primary Feeling What 1 did
'
.
CHART
Date Person This is what happened Feeling What 1 did
1
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Lesson 8: Speak Assertively
Goal: To learn a strategy for constructively reducing the hurt to
one's chances for success.
Objectives: To learn to verbally express feelings with "I messages."
To practice use of "I messages."
To understand that "I messages" may not change the situation.
To learn that it is ok to say "I feel angry."
Materials: Worksheets: Cartoon
Step Into Assertiveness
Use an I Message to Speak Assertively
Expressing Feelings with an I Message
A is for Assertive
Procedure
:
1. Review concepts. Record on the Feelings Chart and Cartoon.
2. Write on board and discuss.
I was angry with my friend.
I told my wrath, my wrath did end.
I was angry with my foe.
I told it not, my wrath did grow.
Wi 1 1 iam Blake
3. Tell students that one way to express feelings is to use an
"I message."
An "I message" sounds like this: (write on board)
I feel when you
.
I am feeling when you
.
As a strategy for anger we call this "Speak Assertively" because
you (write on board)
1 . state feel i ngs
.
2. describe someone's behavior without put downs.
3. asks for change.
4 . don ' t hurt anyone
.
4. Distribute worksheet: Step into Assertiveness and read together.
5. Distribute cartoon worksheet: Share I Message Statements.
I
no
6. Explain and demonstrate the process below:
Ask the students to find a partner and be seated facing each other
at a desk. Hand out I message worksheets. Remind them to use their
feelings word list as a reference. Read the following situations.
Each student is to write an I message in response to the situation.
When finished they are to read them to each other and make needed
changes. Share some with the whole class. Example to use: Your
partner keeps embarrassing you.
1. Your partner broke a confidence.
2. Your partner laughed at you when you made a mistake.
3. Your partner let you take the blame for something you didn't do.
4. Your partner keeps forgetting to return something that belongs
to you.
5. Your partner hid your assignment.
6. Your partner tripped you in front of everyone.
Follow Up:
Students: Worksheet: Expressing Feelings with an I Message
Teacher: Remind students that they must get rid of their angry energy
before they use this strategy.
Encourage students to try "I messages."
Establish the norm of pausing before responding with an I
message.
Ask students to rephrase sentences so they are I messages.
Begin giving out "A is for Assertive" squares when you hear
use of I messages or negotiation.
Allow students to give them to each other.
k
Ill
WHITS AN "I :-233AGS" IN TilS SiiP'TY SPACS A3CVS.
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An ASSERTIVE response usually follows
this pattern:
1 FEEL WHEN YOU
PLEASE
Ll6^ (xn I MESSAOE to
Speitk Assej'tlvdy
t X feel wHdn you.
Z. X feel when you
—
3. X feel when you._
4-, X feel when ynii,
6. I feel when you.
6- X feel when y^it
114
TO: TO;
A
for ASSERTIVE. 4 for ASSERTIVE
Good Work! Good Work!
from from
TO: TO:
A
£^is for ASSERTIVE for ASSERTIVE.
Good Work! Good Work!
from f r o
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EXPRESSING FEELINGS
WITH AN "1" MESSAGE
Fill in the blank lines to complete the
"1" message. Be sure you express your
true feelings.
Get lost!
1 feel when you
You are really a creep.
1 feel when you
No one likes you.
1 feel when you
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Lesson 9; Strategy H: Deal Fairly
Goal: To learn a strategy for constructively reducing the hurt to one's
chances for success.
Objectives: To learn four steps for dealing fairly.
To practice negotiations and compromise.
To practice the strategy "Deal Fairly."
Materials: Worksheets: Deal Fairly (2 copies each)
Procedure:
1. Review concepts. Record.
2. Tell students that today they will learn the last strategy "Deal
Fairly.
"
3. Write and explain four steps:
1. statement of issues
2. statement of feelings
3. recycle (paraphrase)
4. suggestions for compromise
4. Ask for volunteers to demonstrate "Deal Fairly."
Explain the situation: Person ?1 and Person -2 want to work
together on an important class assignment. Each wants a
different third person.
Person rl wants his/her best friend.
Person rtZ wants someone who will help them get a good grade.
Project a transparency of the worksheet.
Go through the steps.
5. Distribute the Deal Fairly Worksheets. Students are to find
a partner and choose a situation. (They may invent their own
si tuation
.
)
Si tuati ons
:
a. different T.V. programs
b. different games
c. different friends to invite to a party
6. After completion discuss the following:
1. When is it useful to deal fairly?
2. With whom would you do this?
3. What kinds of classroom situations could we use this?
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Follow Up
:
Students
:
Teacher;
Worksheet: Take home a blank copy of the Deal Fairly
worksheet.
Teach someone else the four steps and report to. the class
tomorrow. If a conflict occurs use the strategy.
Deal Fairly only works when both persons want to work
out the conflict.
Deal Fairly is useful in solving classroom conflicts.
Encourage students to follow the steps.
PERSON 4 1 PERSON ^ 2
1. Statement of the issues 1. Statement of the issues
2. Statement of feelings 2. Statement of feelings
3. Recycle 3. Recycle
1. T-rfo suugestions for compromise 4. Two suggestions for compromise
5. Agreed upon solution to try 5. Ar^reed upon solution to try
,
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Lesson 10: Culmination
Goal: To review concepts from the unit.
Objectives: Review signs and effects of anger.
Review two main causes.
Review strategies.
Materials: Worksheets: Strategies
Coping Constructively
Procedures:
1. Review concepts. Record on Feelings Chart and Angry Countoon.
2. Sit in circle.
3. Ask volunteers (one at a time) to demonstrate one physical
sign of anger. Students identify and name a physical effect
that you can ' t see
.
4. Play "Name the Cause." You name a situation and they name
whether it's hurt to one's body/feelings or chances for
success
.
a. someone hits you
b. cheats in a game
c . calls you names
d. takes your math paper
e. hides your lunch
f. tells your secret
g. pusnes you
h. cuts in line
5. Distribute Strategies Sheet. Ask students to put the sheet
on the floor in front of them for reference. Role play a few
situations in the center. Two-three students participate in
each situation (1 is the cause). Observers must name the
strategy used to deal with the problem.
Si tuations
:
a. name cal 1 ing
b. pushing in line
c. two want to sit in one chair
d. your hand is raised but the teacher ignors you
e. someone won't let you walk past
f. both want to be first in line
I
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6. Strategy Whip: You name the situations and the students name
the strategy they would use
a. called out of a game unfairly
b. someone tripped you
c. someone keeps teasing you
d. you have to miss recess
7. Categorize the strategy: You name the specifics and they
categorize.
1. relax
2. shake liquid
3. I messages
4. compromise
5. time out
6. state your feelings
7. do not disturb
8. recycle
8. Feedback Survey: Make the following statements. Students
raise their hands if they agree:
You enjoyed learning about anger.
You learned some new things that are helpful.
You used "Let Go."
You used "Loosen Up."
You used "Speak Assertively."
You used "Deal Fairly."
9. Strategy Whip — name your favorite strategy.
Follow Up:
Students: Students may take home their folders and all worksheets.
Teacher: Continue use of the strategies in the classroom.
STRATEGIES
1. LET GO
Cl wfid ^ift^iei
y^/cce Ute wad
2. LOOSEN UP
yi€/<ix<ftion
dime 0ut
y)o j\'c I y)(.i iui{;
3 dee^i /flealA:^
3. SPEAK ASSERTIVELY
w/tcn ^Cii
yUa:^€ .
4. DEAL FAIRLY
^€cm^iicmi.yp
i
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Coping Constructively
The following is a guide to coping constructi vely with anger:
Fi_r^.
. .Choose one of the following strategies to resolve the hurt
to your feeling or body:
Strategy #1 : LET GO
Shake bottles
Rip or wad paper
Shove the wall
Silent scream
Strategy #2: LOOSEN UP
Time Out at desk
Do Not. Disturb at desk
Deep Breathing at desk
Relaxation at desk
Use of Time Out area
Now . . .Choose one of the following to resolve the hurt to your chances
for success:
Strategy It3: SPEAK ASSERTIVELY
Written I messages
Verbal I messages
Strategy #4: DEAL FAIRLY
Negotiate/Compromi se
Other: 1. Record your feelings.
2. Write a poem or story.
3. Draw or paint your feelings.
4. Stay away from situations that make you angry, or leave
the situation.
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Suggested Activities for Section II
Following Lesson 5: Push Pull — Teach these activities outside.
Children line up facing each other in two lines.
Give the following directions;
1. Stand two feet part.
2. Raise your hands to shoulder level - palms out.
3. Reach out and place palms on your partners palms.
4. Now push — as hard as you can.
5. Push partner to limit — then switch roles or choose
another partner.
Variations: side by side
back to back
Following Lesson 7: Write the following feeling words on the board:
frustrated
left out
betrayed
di sappoi nted
hurt
threatened
cheated
put down
Conduct a feeling whip for the following situations:
Your best friend is eating lunch with someone else.
Your parents won't let you go somewhere you want to go.
A friend has a new bike and won't let you ride it.
Someone keeps teasing you over and over again.
Your friends were invited to a party — not you.
Someone says you aren't capable of something.
You tried out for a team and didn't make it.
Allow students to make up situations.
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Following Lesson 8; I message Practice Activity:
Ask for tv;o volunteers to come to the center of the circle
where there are three chairs. Demonstrate by being person ^2.
Each person is given one strip of paper with a statement on it.
Situation 1
Narrator: You came to school with a new hair cut. While you
were walking to your classroom some other kids were
teasing you.
Person 1
:
\
You got a new hair cut. Who cut it, your little
sister? It sure looks funny.
Person 2: I feel hurt when you act like a dope. Cut it out.
Situation 2
Narrator: Every time you and your best friend are in a group of
kids your friend makes fun of you.
Person 1
:
Look at that funny shirt you have on. Don't you
have anything better to wear?
Person 2: I feel embarrassed when you make fun of me. Please
don't tease me in front of others.
Situation 3
Narrator: You and a partner are responsible for a school project
Your partner has not been doing enough to help out.
Person 1
:
I didn't get the books yet. I've been busy doing
other things.
Person 2: I feel mad when you are so irresponsible. Please do
your part.
Situation 4
Narrator: Basketball tryouts were today. You didn't make the
team. The kids at recess don't want you to shoot
baskets because you aren't on the team.
Person 1
:
Sorry. You can't shoot baskets. We need to practice.
Person 2: I feel like I want to hit you when you leave me out.
You'd better let me play.
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Si tuation 5
Narrator: You and a best friend want to take the same person to
a dance. You promised each other that you would both
take someone else. Your friend asked that person to go.
Person 1: I changed my mind. You can take someone else.
Person 2: I feel betrayed when you lie. Please don't do it again.
The narrator reads first. Then number 1 and then number 2.
Students in the circle vote on whether response HI was an I message
or a you message.
A volunteer stands behind person n2 and restates the sentence so it
is an I message. Have each person reread their lines first.
Allow at least three students to do each one.
It is helpful to have the strips clipped together.
Following Lesson 9: Find comic strips which involve characters in a
conflict. Cover their statements with pieces of
paper and rewrite them using the strategies.
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S^^gested Wo rksheets for Section II
Lesson 7
Gunny Sack of Feelings
Scrambled Feelings
Puzzled Feelings
Feelings, Feelings, Feelings
[>uL our feclincjs in our own "gunny sack".
Soii'.c t: imos wo arc atraid of our own feelings
luv.-uuse wc; arc nor. sure wliat will happen if wo lot them
out. Wo might bo ashamed of our feelings and feel
that wc must be bad people if we have frustrated, angry
feelings. We may be afraid that someone will dis-
approve or not love us if we express our feelings.
Then when someone who won't hurt us does something
very small that bothers us wo dump our "gunny sack"
on that person. When we dump our "gunny sack" on that
person it is called DISPLACING our feelings.
Write the name of the person on whom you sometimes
dump your "gunny sack".
Tell about a time when you DISPLACED your feelings
on to someone else.
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PUZZLED FEELINGS
129
PUZZLED FEELINGS
Fill in the puzzle with the feeling words that fit the situations.
ACROSS
1. You know you are able to do a
good job on your art project.
2. You are unsure and worried
about giving an oral book
report in front of your
class.
3. In a game of kickball the
other team keeps cheating.
4. You and your family have this
very special feeling for each
other.
5. You are excited about an up
coming event at school
which involves you.
6. Things just aren't looking
hopeful for your plans.
7. You've tried so hard on a
project, but it just isn't
working out right.
8. Your best friend has made
friends with a new person
at school
.
DOWN
1. You have a special fondness
for someone in your class.
2. You feel very good about an
accompl ishment.
3. Someone you trusted broke a
confidence you had shared.
4. You have moved to a new
school where you do not know
anyone
.
5. Your best friend is moving
to a different state.
6. A classmate keeps bugging you
and will not leave you alone.
7. On the way home from school
some older kids are teasing
you.
8. School is out and you have
nothing to look forward to
for the summer, (a color word)
9. Your friends are planning to
go to the show but you cannot
go.
The following words are used in the puzzle:
proud
eager
jealous
love
gloomy
sad
scared
care
betrayed
lonely
leftout
anxious
capable
angry
discouraged
bl ue
mad
SCRAMBLED FEELINGS
proud sad put down
loving frustrated confused
kind angry lonely
happy worried glad
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FEELINGS, FEELINGS, FEELINGS
Choose four of the activities below. Do the activities
with a friend.
(."noose a feeling
••.’ord. Write what
you could say to
(!xprcss the feeling.
Choose a feeling word.
Write about a time
you felt this way.
Look up a feeling
word in the
dictionary. Write
the definition.
Choose a feeling
word. Write what
you might do when
you feel this way.
Choose a feeling
word. Write what
you might say to
a friend who feels
this way.
Choose two feeling
words. Put them
together to make
a new feeling
word
.
Choose a feeling
word. Write about
a time a friend
felt this way.
CHAPTER IV
RESEARCH METHODS
The purpose of this study was to evaluate the effectiveness of
the curriculum teaching preadolescents constructive responses to anger.
A fifth grade class was assessed both before and after the 10 lesson
training period. This chapter describes (a) how the specific classroom
was chosen (Setting and Participants), (b) the instruments used to
measure changes in the expression of anger and students perceptions of
classroom climate (Outcomes and Instruments), and (c) Design and Pro-
cedures, and (d) the Hypotheses and Limitations.
A. Setting and Participants
The author gathered information in a number of schools and class-
rooms to determine the appropriateness of the setting for the project.
The author met with school counselors to discuss the project and obtain
permission for investigating alternative classrooms. A written proposal
outlining the study was submitted to the principal for approval (Appendix
A).
The classroom finally chosen was located in Amherst, Massachusetts.
A number of considerations influenced the choice of the school and class-
room. The classroom had to be self contained. In order to make the
structural changes suggested in the curriculum the students needed to
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remain with one teacher for the majority of the school day. This
allowed for discussion of the concepts and practice of the skills
throughout the school day. The teacher had to be interested in the cur-
riculum and willing to make a commitment to follow through on pre-
scribed roles and classroom modifications. The teacher's role as model
and facilitator were vital to the success of the curriculum. The stu-
dents in the classroom had to demonstrate a sufficiently high frequency
of destructive behaviors in response to anger in order to provide enough
behaviors for measurements over a series of brief time periods.
The experimental fifth grade class chosen not only met the above
three criteria but had additional interesting characteristics. The
original teacher resigned early in the school year and was replaced by
an inexperienced teacher. The new teacher was having extreme difficulties
controlling the classroom. The students were engaged in negative inter-
actions with both their peers and adults throughout the school day.
Teachers in adjacent classrooms had expressed concern about the noise in
the classroom and the specialists working with the students had also
expressed displeasure with the classroom behaviors.
In addition, not only did the students demonstrate destructive
coping mechanisms, but so did the teacher and full-time aide. A destruc-
tive retaliatory cycle seemed to exist in the classroom between the
teacher and students. Both the school Counselor and Principal were
concerned about the behavior in the classroom. They were anxious to
implement an intervention program that might assist both the youngsters
and the teachers. The classroom teacher and aide were frustrated by
the situation and eager to receive outside assistance. In brief, it
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was a classic "out of control" classroom, an extreme test of the cur-
riculum which, if it worked, would bring needed relief to all the
oeople involved.
Once the experimental class was located, an attempt was made to
find a comparable control class within the same school. Although a
control group was desirable, the author was unable to find a classroom
with similar variables. Other classrooms were not self contained and
did not demonstrate such a high frequency of anger related behaviors.
By comparison the other classes were "in control." The author chose
to use only the experimental group.
At this school the parents were allowed to request a particular
teacher for their children. Most of the students in this classroom had
parents who had not requested a teacher. Many of the students had been
previously identified as having behavioral problems in school.
The experimental classroom was composed of 23 students, 12 boys and
11 girls. Two were Black and one was Indian. In addition, one student
was Asian and did not speak English. The rest were white. Occasionally
when the Asian student was present at the lessons he was accompanied by
an interpreter.
B. Outcomes and Instruments
The curriculum was designed to decrease student's destructive
responses and increase students' constructive responses to anger. Un-
fortunately no standardized instrument existed to assess the frequency
of the relevant student behaviors, e.g., the strategies for coping
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constructively. Therefore, the author designed an appropriate "Behavior
Check List." Kellinger's (1973) five factors guided the construction
of the Behavior Check List: (1) defining what is being observed, (2)
assigning behaviors to categories for observation, (3) determining the
degree of observer inference, (4) deciding how the observational system
will be applied, and (5) designing a scale for rating.
Behaviors were identified that occurred frequently in 10 minute
observation intervals. This would allow a large enough number of re-
oeated measurements, pre- and post-training, to obtain relatively stable
values for the central tendency and the range of variation in the be-
havioral indices. The initial pool of specific behaviors was obtained
inductively through six observations of other fifth grade classes at the
same school. This large number of behaviors then were placed in
theoretically relevant categories. Categories on the Behavior Check
List were chosen in relation to the following criterion: (1) literature
review on anger, (2) goals and predicted outcomes of the curriculum,
and (3) direct observation of classroom behaviors that actually occurred
in response to anger.
Each observation period was divided into ten minute intervals.
The number of intervals for each period was determined by the total
amount of time available in each period. The periods were not of equal
length, e.g., some were 40 minutes long while others were 70 minutes
long. The specific 10 minute intervals for a particular observation
period were recorded above the cell, e.g., 10:40-10:50, 10.50-11.00,
etc.). Over the six days of pre-curriculum observation and five days
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of post-curriculum observation, there were a total of 90 ten minute
periods and 83 ten minute periods respectively.
The teacher disciplinary actions were recorded in terms of fre-
quency only. They were categorized as verbal or non-verbal. Verbal
actions included: threats, reprimands, "ssh," etc. Non-verbal actions
included: checks or names on the board, participant sent outside,
teacher frowns, etc. The observers recorded these with a simple tally
mark in the appropriate category and time interval. Other disciplinary
actions that were not listed but were used by the teacher, or a com-
bination of verbal and non-verbal were all recorded. The observers did
not record whether the actions were angry or not.
The measurement of teacher disciplinary acts (both verbal and non-
verbal) were necessary to support the assumption that as students'
angry responses decreased, the teachers' disciplinary actions likewise
would decrease. By decreasing teacher disciplinary actions the retali-
atory cycle would decrease and consequently the classroom climate would
be more positive.
If the student behaviors were harmful to either oneself or others
they were determined destructive. For the purpose of this study, con-
structive responses were limited to the specific behaviors taught in the
curriculum. These constructive behaviors were taken from the literature
and modified for classroom use by preadolescents. Constructive be-
haviors resolved the anger without further hurt to oneself or others.
They consisted of the following specific behaviors.*
*During the training cycle these behaviors were discussed with
the observers and demonstrated by the author.
138
VERBAL:
(SPEAK ASSERTIVELY) verbal statements which are
direct and clear. The statements include the pronoun "I" and include
a statement of feelings. The tone of voice should be normal, and there
should be direct eye contact. A loud voice or sarcastic tone nullifies
the "I" message.
Negoti ation/Compromi se
: (DEAL FAIRLY) statements that result in
or suggest ways to work out a conflict, e.g., sharing, taking turns, etc.
NON-VERBAL:
Rel axati on
: (LOOSEN UP) deep breathing, systematic tension and
relaxation of muscles, or head down at one's desk.
Energy Release
: (LET GO) use of available materials for releasing
energy, e.g., shaking bottle of liquid, shoving the wall, ripping or
wadding pieces of paper, etc.
Time Out/Do Not Disturb
: (LOOSEN UP) the participants put a
Time Out or Do Not Disturb card on his or her desk. The participant
may go to a special area of the room designated as the Time Out area.
If the student is sent by the teacher it does not constitute time out.
Empirical studies of responses to anger clearly indicate that
the immediate reactions to anger may be verbal, non-verbal, or a
combination of both. The curriculum was therefore designed to teach
about both responses and to change both. One assumption made by the
author, however, was that students need to utilize the non-verbal
strategies first as a means for dissipating the energy, and then use
the verbal strategies for constructive expression of their feelings.
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Again, the literature on anger indicates that both of these processes
are vital for the healthy management of anger. The author was inter-
ested in determining whether the verbal or non-verbal strategies were
utilized with the highest frequency on the assumption that possible
modifications in the curriculum would be based on this data.
A distinction was made between angry responses and not angry
responses. As the literature review indicates, not angry destructive
interactions may occur without being directly related to anger. As
witnessed by the author, preadolescents may use hitting, for example,
as a means for making positive peer contact. Since it was not the
intent of this study to decrease the number of not angry destructive
actions per se, it was necessary to clearly differentiate between the
two. In addition, it was expected that the outcomes would indicate that
the frequency of angry responses would decrease but not necessarily
other kinds of not angry destructive behaviors.
In order to distinguish between students' behaviors that were anger
related and those that were not, it was necessary to define the bound-
aries of anger. Research on methods for accurate identification of emo-
tions indicate that the criterion must include various sources: (1) ante-
cedent environmental events; (2) simultaneous behaviors (physiological,
verbal, or physical body movements); (3) consequent motor responses,
self reports, or interactive events; and (4) observational reliability
(Ekman, 1972).
For this study it was necessary to design an instrument that
measured all the spontaneous sequences of antagonistic social inter-
actions within the classroom. For that reason specific recording of all
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the above criterion was difficult. Therefore, the primary measurement
procedure included recording simultaneous behavior, consequent be-
haviors, and interactive events. Antecedent events were used only
when coding was questionable.
Facial movements represents one form of simultaneous behavior.
Research indicates that the face provides accurate information about
emotion. In addition, this information can be interpreted by observers
without any special training. Although there is not much empirical
evidence regarding the judgment of spontaneous facial behavior, the
existing research (Ekman, 1972; Skolnikoff, 1973) does indicate that
spontaneous facial behavior provides accurate information for gross
distinction of emotions such as anger.
Skolnikoff (1973) identified two types of facial behavior asso-
ciated with anger. The first displays a direct gaze with clenched jaw
and lips compressed. The second displays a direct gaze with partially
open mouth. The mouth is retracted vertically and the teeth are often
showing. Other facial characteristics of anger include a frowning
forehead with brovs drawn together and lowered (McGrew, 1972). These
are consistent with what Ekman (1976) identifies as the universal signs
of anger, i.e., glowering eyes, knitted brows and pursed lips or lips
partially open as if to shout. In addition, of over 2,000 replies to
a questionnaire concerning the expression of anger , 89% reported
flushing of the face as a characteristic of anger (Plutchik, 1962).
On the Behavior Check List, every time a student displayed an
antagonistic behavior it was recorded with the appropriate mark, i.e.,
+ or 0. + indicated that the behavior was anger related, 0
indicated
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that the behavior was anger related. Decisions about whether the
behavior was related to anger or not were based on the following cri-
terion :
+ (Anger); Facial behavior; glaring eyes, frowning brov/s
,
red face, lips pursed or partially open as if
to shout.
0 (Not Angry); Behavior without the above characteristics.
Repeated actions or words were recorded as one occurrence unless
a pause occurred. For example, a student called another a series of
three names in a row. This counted as one behavior. However, if the
student called another two names, paused, and then a few seconds
later called out another name, then it was considered two separate oc-
currences. Fidgiting in one's own space was not to be recorded unless
it occurred immediately following an incident related to anger. If one
incident included both verbal and non-verbal behaviors, both were
recorded
.
Observers were told that since the students may either hide or
suppress their feelings, it may be necessary for them to make a judgment
about a behavior based on the antecedent events. The behavior may be
classified as related to anger if the preceeding event was the cause of;
(1) hurt to the student's body/feelings, (2) hurt to the student's chances
for success, or (3) hurt to the student's self esteem. The example
given to the observers was; one student hit another and took the
victim's paper. The victim did nothing. Chances are likely that the
victim was angry even though s/he did not strike back. The observers
were to watch the facial expressions and use the antecedent events to
decide. Appendix B contains the two sheets given to the observers
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shich clarified the above information. These sheets were taken with
them to the classroom for reference.
2. About my Teacher
If the curriculum is successful there should be changes in the
classroom climate as perceived by the students. To assess this outcome,
the "About My Teacher" instrument was used. It is one of the only
classroom (as opposed to school -wide) measures for middle school children
(Beck, 1977). It is a thirty item, agree-di sagree questionnaire with
six items in each of five scales (Appendix C). The scales are listed
below with sample questions:
1. Cognitive Merit : Does your teacher explain the assignment clearly?
Does your teacher use words that you understand?
2. Motivational Merit : Does your teacher make you feel like learning
a lot on your own?
Does your teacher make you want to do good
work in class?
3. Affective Merit: Is your teacher easily annoyed or bothered?
Do you like your teacher?
Disciplinary Merit: Are some students always showing off in
class?
Are the students usually quiet in the
classroom?
5. Innovative Merit: Does your teacher teach things in the same
way all the time?
Does your teacher ever show a movie to explain
something you are studying?
Of the five scales only numbers two, three, and four were related
to the types of outcomes that could have resulted from this curriculum.
Therefore, questions from the other categories were omitted. Two addi-
tional questions were added. These questions gave information
1
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specifically about anger in the classroom:
1. Are students often angry in your class?
2. Were you angry in your classroom yesterday or today?
Ten questions were added to determine from students whether or not
they recently used any of six destructive responses or four constructive
responses in their classroom. The four constructive responses consisted
of the ones taught in the curriculum*. Appendix C contains a copy of
this questionnaire.
3.
Formative Evaluation of the Curriculum
Formative evaluation was gathered daily by the author throughout
the 10 days the curriculum was taught. It consisted of a written
answer sheet completed by the students following each lesson. The stu-
dents answered the following questions by circling "yes" or "no."
1. Was this lesson helpful?
2. Did you learn anything new?
Once the students had learned the strategies (beginning with lesson 5),
the following question was added:
Will you try this strategy if you feel angry?
In addition to the above questions, written evaluations were gathered
the day following the lesson. Students responded to these questions
by circling "yes" or "no."
Were you angry in class yesterday or today?
Did you try one of the strategies?
*Two students did not complete the "About My Teacher" question-
naire. One did not speak or read English, the other was absent for
the pre-test.
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Circle the strategies you tried: LOOSEN UP
LET GO
SPEAK ASSERTIVELY
DEAL FAIRLY
Was it helpful?
Because one student did not speak English and was often absent from the
lessons, or present without an interpreter, he did not complete the
student formative evaluations.
C. Design and Procedures
1 . Design
The outcomes were assessed during a six day observation period
proceeding, and a five day period following the 10 lesson curriculum.
The design is a pre-test/post-test assessment of change in an experi-
mental group only. The following chart shows the sequence of (1)
training cycle for the classroom observers, (2) the observation pre-
test data collection days, (3) days on which the curriculum was taught
and (4) the observation and post-test data collections days.* Ob-
servers were paired and assigned specific observation days and times.
These were identical for pre- and post-data collection periods. Be-
cause Wednesdays were early dismissal days, no observations were made
on those days.
The "About My Teacher" pre-survey was administered by the author
to the entire classroom one day prior to the day pre-observation data
collection began. The classroom teacher and aide were not present when
the survey was administered at 2:00 in the afternoon.
* The author was available in the school, but not in the class-
room during all observation times.
November
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Pre-test data were collected over a six day period for a total
of 90 ten minute intervals, however, due to inclement weather causing
school cancellation. The post-data was collected over a five day
period. A total of 83 ten minute intervals were collected. Pre-
and post-observation days were matched in terms of days of the week,
times of observation, and observers.
Upon completion of the six days of pre-observations the author
returned to the classroom to conduct the first lesson. At that time
interest in learning about anger was obtained from the students. An
agreement was made with them to learn about anger through a series of
10 lessons. The students seemed enthusiastic about the subject.
The "About My Teacher" post survey was administered under identi-
cal circumstances, i.e., the entire classroom completed the survey
together, the teacher and aide were not present, it was administered at
2:00 in the afternoon by the author. Because of the school cancellation
on Tuesday and the half day on Wednesday, the survey was not administered
until the third day following the final observation.
Because the curriculum was identified as educational rather
than therapeutic, the Principal and school Counselor decided parental
permission was not necessary. The social studies and health objectives
adopted by the school district matched many of the anger curriculum
objectives. The lessons, therefore, were considered a part of the social
studies and health curriculum.
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2. Establishing Observer Reliability
In order to record specific classroom behaviors as they occurred
spontaneously it was necessary to use observation as the primary means
for data collection. Seven volunteer undergarduate students in a
child psychology class at UMass collected the pre- and post-observational
data
.
The author contacted the students on the telephone and arranged
individual meetings. At the initial meeting each student was given a
brief description of the study to read and discuss with the author
(Appendix D).
The description explained that the students would learn about
what life in a 5th grade classroom is like, e.g., the learning activi-
ties, interactions, frustrations of the students and teachers, and
the ways they cope. Also they would learn about the nature of anger,
its typical causes, responses, and constructive strategies for coping,
and gain experience in research, e.g., learn to establish reliability
as an observer and collect pre- and post-observational data.
The description also briefly explained that the data collection
would relate specifically to:
a. the kinds of behaviors participants exhibit during the
observation period and the frequencies,
b. whether these behaviors are related to anger or not,
c. whether the behaviors are constructive or destructive, and
d. the kinds of disciplinary actions utilized by the teacher.
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The observers then met as a group at the elementary school with
the author. This constituted the beginning of their training. During
the meeting the purpose and theory of the study were explained and
their specific roles were clarified. The importance of their roles as
observers was stressed, and the specific expectations were clearly
identi f ied
.
The observers reviewed the observation sheets and discussed the
procedures for their use. In order to record all the behaviors that
occurred in the classroom, yet prevent individual overload, the obser-
vers were instructed to divide the class into two groups. Because
the classroom activities and groupings varied tremendously, the obser-
vers adjusted their grouping accordingly. Appendix E contains a copy
of the explanation sheets used by the observers.
During the following classroom times/activities, one observer
watched the boys;
a. students entering the room — until the teacher begins;
b. students moving from one area of the classroom to another —
usually for a change of activities;
c. students leaving the classroom — getting things ready to
leave, standing in line, etc,; and,
d. some students at desks while others are with the aide or
with the teacher.
During the classroom activities listed below, one observer watched
one-half of the classroom and one watched the other:
a. teacher presentation, discussion, students doing seat
work,
etc.; and
b. free time — students allowed to move about the room
or work
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independently.
At these times the class was divided by front and back half, or right
and left half, depending upon where the students were seated or working.
During the following times one observer watched the aide and the
students with the aide, and one observer watched the teacher and the
students with the teacher;
a. small group work where students are grouped either with
the teacher or the aid,
b. open activity time when the aide and teacher are both posi-
tioned for offering assistance to students.
Decisions about when and where to divide the class were decided by the
paired observers. A cueing system was developed by the partners.
Often this consisted of hand signals. Each observer was consistently
responsible for the same combinations, i.e., (1) teacher, front of the
room, left side, boys; or (2) aide, back of the room, right side, girls.
The observers were instructed to be seated in the classroom prior
to the beginning of class. The observer's name, date, and specific 10
minute intervals were recorded on the Behavior Check List prior to class
beginning. As soon as the first student entered the classroom the
observers were to begin recording on the Behavior Check List. They
were instructed to use the classroom clock rather than their watches
for monitoring the time. Since it was necessary for the observers to
move about the room they were instructed to remain as unobtrusive as
possible. They were to remain neutral even though many things occurred
during the class time that were amusing. Thus, the observers avoided
encouraging the students to show off.
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Each observer was assigned a partner based on their available
times. This resulted in each observer being paired with at least two
different partners. Dates for the partners to practice using the
Behavior Check List were established. The author accompanied each set
of partners into available pilot cl assrooms for trial use of the
Behavior Check List.* As behaviors occurred they were discussed, coded,
and recorded. Once the observers understood the recording procedure
they worked independently with their partners. During training each
partner observed the same group of students from a different area of
the room. Their observations were then checked for reliability and in-
consistencies were discussed.
The observers were required to conduct repeated observations until
sufficient agreement was evident. Then observations for the official
reliability check were conducted for 7 to 14 ten minute intervals. These
reliability figures are presented in Table 4.1.
Using the accepted cutting point of 80% agreement as sufficiently
high reliability, it appears that unreliability is not likely to be a
major source of error variance in the results. In the one pair with the
lowest reliability (5 vs. 7) one person was systematically under-coding
behaviors. This was identified at the time of the reliability check
and adjusted by the observer.
The students in the experimental classroom were told nothing about
the study. The author was introduced to the students at the time she
administered the first assessment instrument. They were told that the
*Prior to these visitations the author received permission from
the classroom teachers.
1
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Table 4.1
Inter-Observer Reliabilities for the Behavior Check List
Overall agreement within cate-
Mumber of 10 minute gories across time periods in
Raters observation periods Raw Numbers* and Percent
1 vs. 2 10 58/61 95.1%
3 vs. 4 6 80/87 92.0%
5 vs . 6 7 116/128 90.0%
5 vs. 7 14 144/182 79.1%
*The raw numbers and percentages were obtained as follows: For
each 10 minute observation period the number of agreements in each
category was calculated; e.g., if observer #1 had a total of 10 verbal
anger behaviors, and observer #2 had 12 verbal anger behaviors, it
would be counted as 10 agreements in that category during that 10
minute interval. The number of agreements for all the categories in
that observation period were tallied. Then the total number of
decisions by each observer was calculated. The percentage agreement
for the observation period was calculated using the following formula:
2 x(number of agreements)
total number of decisions made by both observers
In the example above there v/ere 10 plus 12 decisions or 22 total
decisions
.
2 ( 10 )
22
These raw totals then were summed across all observation periods to obtain
an overall raw score and percentage agreement.
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author was a university student. Because the school is closely asso-
ciated with the University of Massachusetts, the students were accus-
tomed to teaching interns, observers, and a broad variety of specialists
working throughout the school. Therefore the students willingly com-
pleted the questionnaire without concern.
The observers were also identified as university students, though
their presence was not linked with the author. Although specific
students occasionally approached the observers, for the most part the
students also accepted the observers' presence without question. The
observers were instructed not to give the students any information.
D. Hypothesis and Limitations
The following hypotheses can be made in relation to the goals of
the curriculum;
Hypothesis 1
Students will be positive in the evaluation of their learning
and application of the strategies. Specifically the students will state
that the lessons were helpful, they learned something new, and that they
will try the strategies. In addition, if the students report exper-
iencing anger they will also report using at least one strategy suc-
cessfully.
Hypothesis 2
There will be a statistically significant decrease from pre-
curriculum to post-curriculum in the destructive expressions of anger
in the classroom, but not angry destructive responses. These decreases
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will occur for both verbal and non-verbal behaviors as measured by
observed data. In addition, student responses to the questionnaire
(specifically #6 and #9, and #1, #2, #3, #4, and #10 of the last
nart) will reflect the decrease.
Hypothesis 3
There will be significantly greater use of constructive responses
to anger in the period after the curriculum in the frequency of. observed
constructive strateiges in the classroom and as reported by. the stu-
dents on the questionnaire (questions 6, 7, 8, and 9 of the second part).
Hypothesis 4
Teacher verbal and non-verbal disciplinary actions will decrease
significantly following the curriculum as measured by classroom obser-
vations .
Hypothesis 5
Students' perceptions of the classroom climate will increase
significantly. Three scales of the questionnaire (motivational, disci-
plinary, and affective merit) will reflect this change.
Whatever outcomes result from this study, they will be qualified and
limited by a number of considerations. Specifically:
1. Since only one classroom was used, the data may not generalize
to a broad array of populations and/or age groups.
2. Only behaviors within the specified classroom were measured.
Consequently the effects of the students in other class
settings and in play situations at school were not assessed.
154
3. Only short-term effects were measured. The total period was
six days pre and five days post. Long-term effects within
the classroom were not measured.
4. If the curriculum proves effective, it will not be possible
to determine what aspects of the curriculum were most power-
ful . Conversely, if the curriculum proves ineffective, it
will not be possible to determine the precise causes.
5. The study was subject to the ordinary limitations of the
pre-/post-design and the limitations of no control group.
These limitations are understandable given the status of this curriculum.
The first two steps were to create an involving, acceptable set of
lesson plans, and to demonstrate some basic effects. Subsequently, it
would be appropriate to assess modifications that increase the effects
and maximize generalizations.
CHAPTER V
RESULTS OF THE RESEARCH
Hypothesis 1
The first hypothesis states that students will evaluate positively
the lessons and the application of the constructive strategies. In
order to determine whether the training was "received" by students
(vs. merely presented to them) it is necessary to determine if the
students thought the lessons were useful and if they used the strategies
successfully. For that purpose, two different evaluations were obtained,
i.e., immediately after each lesson and the day after each lesson. The
immediate evaluations were directly related to the lessons, while the
follow up evaluations related to application of the constructive
strategies. Since the first strategy was taught during Lesson 5, the
question "Will you try this strategy?" was added at that time. Follow
up evaluations began with Lesson 6 and were completed the day after
the strategy was taught, prior to the presentation of the next lesson.
The follow up questions concerned whether the students used a strategy
and whether it was helpful. Table 5.1 summarizes the results of the
students' evaluations.
In general, students were positive in their evaluations of the
lessons, with about 75% reporting that each lesson was helpful. At
least 55% said they learned something new each lesson, including the
review lessons (55% and 90%). In the four lessons on constructive
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strategies, at least 17 of the 22 students indicated they expected to
use the strategy. These data are consistent with the author's impres-
sion that the students were attentive and involved in the lessons.
More important than evaluation of the lessons are students re-
ports of whether or not they used the strategies. About half of those
responding said they had been angry each day. The percentage of stu-
dents who reported experiencing anger and using one of the constructive
strategies for dealing with that anger rose from 25% following intro-
ducing "LET GO" to 100% over the last two lessons. Of those who reported
being angry, between 70% and 100% used one or more of the constructive
strategies, with the exception of the first day after teaching the stra-
tegies. Of those using a strategy, at least 75% reported that it was
helpful. To clarify, most of the students who recalled being angry re-
ported using a constructive strategy and found it helpful. Since it ap-
pears that lessons were will received and the strategies used, it is
important to verify by observation that behavioral changes occurred as
a result of the learning.
Hypothesis 2
In order to determine whether the lessons were effective in
changing behavior it is necessary to compare the students' destructive
expressions of anger prior to and following the training. The second
hypothesis predicted behavioral changes in the destructive verbal and
non-verbal expressions of anger. If the constructive management of
anger curriculum is successful then a selective decrease in destructive
responses of anger but not for expressions of aggression or hostility
(labeled as Not Angry) should be observed. Therefore, no changes
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were predicted for the Not Anqry destructive responses. Table 5.2
contains the frequency of destructive responses to anger observed
during 10 minute intervals before and after the training. As Table
5.2 indicates, anqry acts (verbal and non-verbal) combined averaged
over 10 per 10 minute period before training, and slightly higher
than 3 per 10 minute period afterwards (t=8.832, p<.001). This is a
highly significant reduction of 69%. In addition, not angry re-
sponses (expressions of aggression and hostility) averaged over
13 per 10 minute observation period before training, but only over
5 per 10 minute period after training (t=8.051
,
p<.001). This equals
a reduction of approximately 59%. Although the curriculum focused on
angry responses, apparently the students generalized what they learned
to not angry destructive behaviors as well.
Both before and after the curriculum students reported that a
high percentage of students were angry in class, including themselves.
Prior to the training, 100% of the students reported that students were
often angry, compared to 90% following the training. In regard to their
own anger, 80% of the students reported being angry in class prior to
the training, and 76% reported being angry following the training.
In support of the observational data, students perceptions of
destructive responses to anger before the curriculum intervention are
compared to their responses on the 10 day follow up questionnaire, and
reflect this decreased use as indicated in Table 5.3. ST:udents reported
making significantly fewer destructive responses after the curriculum.
This is consistent with the number of destructive responses observed
before and after the curriculum. Although the destructive responses
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Table 5.2
Frequency of Observed Desctructive Responses
Before and After the Training
Pre
(n=90)
Post
(n=83)
m a m a t P
Angry 10.59 6.35 3.37 4.28 8.832 <.0001
Non-Angry 13.02 7.91 5.35 4.20 8.051 <.0001
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Table 5.3
Student Reports of Destructive Responses
to Anger Before and After the Curriculum
Was a destructive response used?
Yes
Pre %
Yes
Pre %
hitting, kicking, pushing 10/21 .48 7/21 .14
calling someone names 13/21 .62 7/21 .33
screaming or yel 1 ing 9/21 .42 7/21 .33
throwing, breaking, pounding 14/21 .19 6/21 .29
swearing, saying "shut up" 18/21 .86 14/21 .19
complaining, talking back
or refusing 14/21 .67 13/21 .62
Total 78/126 .62 50/126 .40
x2=12.448
p<=.005
I tai I , df=l
161
decreased, it is important to find out whether these responses were
replaced by constructive strategies the students learned.
Hypothesis 3
The third hypothesis was that students' use of constructive stra-
tegies for anger would increase in the period after the curriculum.
Observational data and the students' reports both are used to assess
the increase. Table 5.4 shows the frequency of occurrence for con-
structive strategies before and after the anger management curriculum.
With the exception of DEAL FAIRLY, use of the strategies taught in-
creased dramatically. This is especially true for LET GO, LOOSEN UP,
and TIME OUT which was used approximately 5 times as often as the other
strategies, i.e., SPEAK ASSERTIVELY and DEAL FAIRLY. LET GO and
LOOSEN UP are related to the first developmental stage of anger sug-
gesting a reason for their popularity among the students, i.e., their
developmental appropriateness.*
Before training use of the strategies was observed during 8 of
the 90 observation periods.** After training the strategies were ob-
served in 59 of the 83 ten minute periods (x^=70.39, p<.0001, df=l).***
*These strategies centered on the students themselves and do not
require more complex negotiating between themselves and others.
**Table 5.4 reports the total frequency each strategy was used not
the number of 10 minute intervals each strategy was used. During many
intervals several strategies were used. Therefore the total number of
intervals in which strategies were used in less than the total number
of times the strategies were used.
***Chi -square was used because of the highly skewed distribution of
scores among a small number of intervals. Chi-square is both most
appropriate and most powerful in detecting differences in a situation
of this kind.
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Table 5.4
Frequency of Constructive Strategies
Before and After the Curriculum
90
of
Pre-training
observation periods
10 minute intervals
85
of
Post-training
observation periods
10 minute intervals
LET GO 0 31
LOOSEN UP (relax) 0 23
TIME OUT 1 39
SPEAK ASSERTIVELY 8 16
DEAL FAIRLY 1 4
Total # of times used 10 113
= 70.39
p<.0001
df = 1
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Another way of stating this comparison is that use of the constructive
strategies was evenly distributed over the two week post curriculum
observation periods.
Further data on use of the constructive strategies was collected
on the student questionnaire 10 days after the curriculum. Students
were asked to report which strategies were used. These reports are
found in Table 5.5. As indicated, students reported using constructive
strategies significantly more following the curriculum. This is con-
sistent with the observational data presented in Table 5.4. Differences
exist, however, in the frequency of observed uses of DEAL FAIRLY and
student reports. Observational data revealed very little use of the
strategy DEAL FAIRLY while student reports indicate high frequency.
Perhaps students were using these strategies outside of class, or per-
haps the reported usage reflects a halo effect in the response set of
the students, although both the observations and the student reports
portray increased usage. It is possible that the coding system was
not sensitive toward reflectinq usage. The students may have felt
internally that they were DEALING FAIRLY.
Hypothesis 4
As the students' destructive responses to anger decrease and their
constructive responses increase, there should be less need for and use
of teacher disciplinary actions. The fourth hypothesis, therefore, com-
pares the frequency of teacher verbal and non-verbal disciplinary actions
proceeding and following the curriculum. The teachers used an average
of almost six verbal disciplinary actions in each of the 90 observation
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Table 5.5
Students Reported Frequency of Using Constructive Strategies
Was a constructive strategy used?
Yes
Pre %
Yes
Post %
LET GO 12/21 57 14/21 67
LOOSEN UP 8/21 38 11/21 52
SPEAK ASSERTIVELY 7/21 33 19/21 90
DEAL FAIRLY 12/21 57 20/21 95
Total 39/84 46 64/84 76
x2 = 15.683
p< .0005
1 tail
,
df = 1
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periods before the curriculum (m=5.833, a=4.423) and an average of
about 2 verbal disciplinary actions per observation periods after-
v/ards (m-2.398, a-1.926). This decrease, as predicted, is highly
significant (t=6.709; p=<.0n01, df=172).
Although different tests were used to determine the decrease in
verbal and non-verbal teacher disciplinary actions, both indicate a
significant decrease. In Table 5.6 the frequency of teacher non-verbal
disciplinary actions are given. The results indicated in Table 5.6
are consistent with the decrease in students' destructive responses
and increase in constructive responses. It further supports the as-
sumption that as the students learn to recognize their anger and choose
constructive responses, disciplinary actions decrease.
Hypothesis 5
It would seem that decreased student destructive responses and
increased constructive responses, coupled with a decrease in the teacher's
disciplinary actions should be reflected in the students' perception
of an improved classroom climate. To test this, hypothesis 5 looks at
the motivational, disciplinary, and affective merit of the classroom.
Student reports before and after the curriculum are shown in Table 5.7.
ter the curricul urn, students reported that they were significantly more
motivated by the teacher to work hard. However, they reported that
discipline problems in class remained high and that they liked their
teacher the same before and after the curriculum.
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Table 5.6
Frequency of Teacher Non-Verbal Disciplinary
Actions Before and After the Curriculum
Number of 10 Number of non-verbal teacher disciplinary actions
minute intervals 0 1 2 or more
Post (n=83) 59 20 4
Pre (n=90) 50 22 18
= 9.^93
p<.005
1 tail,df = 2
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Table 5.7
Ratios and Percentages of Positive Responses on
"About My Teacher" Inventory
Pre
(n=126) %
Post
(n=126) %
Motivational Merit 45/126 36 63/126 50
• Disci pi inary Merit 11/126 87 20/126 16
Affective Merit 62/126 49 62/126 49
= 5.250
p<.02
nf = 1
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Summary
The students were positive in their evaluations of the lessons
and reported that they used the strategies successfully. Of the four
strategies, LOOSEN UP and LET GO (respectively) were used most often
possibly reflecting the relevance of these strategies to their devel-
opmental stage. Although the data coded to discriminate between angry
and not angry destructive responses, the students generalized their
learning to not angry destructive behaviors as well. There was a
hiahly significant decrease in destructive verbal and non-verbal re-
sponses for both angry and not angry destructive behaviors as estab-
lished by observational data. Students responses on the 10 day follow
up questionnaire also reflected this decrease, though they still reported
that a high percentage of students were angry in class. As in the
analysis for the destructive responses, both the formative and summative
data indicated a statistically significant increase in use of the
constructive strategies, with the exception of DEAL FAIRLY. Summative
data relating to the strategy DEAL FAIRLY revealed an inconsistency.
The observational data showed that the students did not use the strategy,
while student reports indicated high frequency of use. Use of the
strategies was evenly distributed throughout the post data period.
Decreases in teacher disciplinary actions were consistent with changes
in student behaviors at a statistically significant level for both
verbal and non-verbal behaviors. Students' perceptions of the class-
room climate revealed that of the scales measured (motivational dis-
ciplinary and affective merit) only motivational merit was significantly
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increased. This is in contrast with the fact that positive changes
in students' and teacher's behavior occurred.
In conclusion, it appears that the curriculum was highly success-
ful in achieving most of the desired outcomes, with the exception of
the students' perception of the disciplinary and affective aspects of
the classroom climate. The results of the data analyses leave a number
of questions unanswered. In Chapter VI the implications of these
results along with the author's suggestions for modifications and
further research will be presented.
CHAPTER VI
SUMMARY AND IMPLICATIONS
Having designed, implemented and assessed a curriculum for teach-
ing middle school children constructive ways to deal with their anger,
it is appropriate in this chapter to evaluate the status of this pro-
ject. What has been accomplished thus far? How lasting are the
effects? What needs to be done now? This chapter is divided into
two sections dealing with these questions.
A. Summary of the Theory,
Curriculum and Evaluation
Theorists and clinicians agree that learning to manage anger is
one of life's most difficult tasks, yet it is left to normal social-
ization rather than deliberate psycho/social education. Destructive
expressions of anger in the classroom and the subsequent need for
teacher disciplinary actions are of major concern to school personnel
and the general oublic. The purpose of this dissertation, therefore,
was to (1) offer a developmental theory of anger, (2) to create a
complete developmental ly relevant curriculum for teaching the con-
structive management of anger, (3) to implement the curriculum in a
fifth grade classroom, and (4) to assess the effects on students' and
teachers' classroom behaviors.
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The following five hypotheses were tested;
1. Students will be positive in the evaluation of their learning
and application of the strategies.
2. There will be a statistically significant decrease from pre-
curriculum to post-curriculum in the destructive expressions
of anger in the classroom, but not for not angry destructive
responses
.
3. There will be significantly greater use of constructive
responses to anger in the classroom during the period after
the curriculum.
4. Teacher verbal and non-verbal disciplinary actions will
decrease significantly following the curriculum.
5. Students' perceptions of the classroom climate will improve
significantly.
The findings of this study indicate that preadolescents can be
taught to use constructive strategies for the management of anger
through a classroom curriculum. Further, it is possible for the fre-
quency of both angry and not angry destructive responses to decrease
significantly as a result of this curriculum. Teacher disciplinary
actions also decreased significantly . In addition, according to
student reports, they found the lessons enlightening and were able
to apply the strategies successfully. Although their feelings about
the disciplinary merit and affective merit of their classroom remained
the same, the students did feel more motivated to learn following the
training.
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Although these results are positive, the study contained a number
of limitations. Given these encouraging findings, it is appropriate
to indicate the next steps to overcome each of these limitations.
1. Determine which lessons or combination of lessons are neces-
sary to achieve these results. Assessment of the precise effectiveness
of the lessons was not conducted, therefore it is not possible to
determine which aspects were the most or least effective. The ob-
served post-data revealed that the strategy, DEAL FAIRLY (negotiation
and compromise) was used the least. This suggests that either the
strategy was not appropriate developmentally or that the lesson was
not effective. The author suspects that even with improvement in the
lesson the results would remain the same. Further examination of the
lessons, would help provide this differentiation. However, testing the
effectiveness with other groups is necessary. Comparison groups can
help locate what is or is not crucial in the training.
2. Include a larger group of students and classrooms over a
longer period of time. Teaching the curriculum to a comparison group
would help substantiate the results. In addition, the author suggests
expanding application of the curriculum beyond the classroom. Within
every school there exists a population of students identified as be-
havioral problems. Research conducted to assess the effectiveness
of the curriculum taught to individuals and/or small groups in terms
of the student's ability to generalize the skills to other settings
would be beneficial. This might be facilitated by the school counselor
or other school resource personnel
.
i
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Time is a necessary ingredient for adequate integration of con-
cepts and practice of new behaviors. The short duration of the study
may have created content overload for the students. The author assumes
that providing additional days between the lessons would allow
additional self-exploration and behavioral rehearsal. More time would
also allow for practice of the constructive strategies and reinforce-
ment for their use. Though use of the constructive strategies was
evenly distributed over the post observation days, extending the study
over greater length of time would provide the opportunity to observe
the deterioration effects that typically occur and provide periodic
intervention for counteracting this. It was interesting that the stu-
dents' perceptions of the classroom were not significantly improved
even though the students' and teachers' behaviors changed. Given addi-
tional time for the study might allow the students to recognize class-
room changes and feel more positive about the teacher and the classroom
climate.
3. Assess generalization of effects to other settings. Although
generalization is a key factor in demonstrating effectiveness, limited
time and resources restricted this study to classroom behaviors. The
causes identified by the literature review and typical destructive
responses suggest that unstructured school settings such as the school
bus, playground, and cafeteria are likely environments for the destruc-
tive expression of anger. By addressing these settings, v^ays to
facilitate generalization of the skills could be incorporated into
the curriculum lessons and the effectiveness determined.
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4. Assess other effects on classroom behavior. From the data
one concludes that the curriculum did have significant impact upon the
behavior of the students and teachers in the classroom. Both anger
and aggression can be significantly reduced by redirecting the expres-
sion of anger. A further assumption is that recognizing and trans-
forming the internal experience of anger is an important objective in
tapping its constructive purposes, i.e., to restore physical/emotional
well-being, to enhance chances to success, and to restore one's self
esteem. This assumption leads to additional implications for the stu-
dents. A decrease in student destructive responses and decrease in
teacher disciplinary actions might create a classroom climate more
conducive to learning and consequently increase the amount of learning
time
.
In addition, the author suspects that learning constructive
strategies would significantly improve a child's self esteem. Often
the continued negative feedback from peers and teachers that results
from inappropriately expressed anger results in a corrosive effect on
a child's self esteem. Borgen and Rudner (1981) state that, "Children
form opinions of their abilities, emotional states, and attractiveness
from the feedback and treatment they get from others" (p. 79). When
children are unable to constructively assert their rights, remove
frustrating obstacles, or restore their self esteem, they cannot gain
a sense of competency or personal power. Further research on the
relationship between learning strategies for managing anger and self
concept would be beneficial.
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5. When is the best time to intervene? A primary aim of this
curriculum was to provide deliberate psycho/social education early in
the socialization process in the hope that fewer problems would develop
later. In support of this preventive approach, the author recommends
that developmental ly appropriate curricula be created for the stage
prior to and following preadolescence.
B. The Anger Curriculum in Context
With economic pressure increasing, public concern over the quality
of services delivered in schools has escalated. The demand for "back
to basics" can be heard throughout the country. In addition, issues
of equity-based education plague school administration and teachers,
e.g., equitable access to schools/programs, equitable treatment of
students, parents, and staff, and equitable achievements. To assist
educators in delivering "quality, equity-based education" (Moody, 1982)
a surge of educational research has focused on the nature of "effective
schools." In a review of the literature on effective schools, Moody
(1982, p. 1) concluded that the characteristic factors are:
a. "A principal who is a strong instructional leader,
b. An atmosphere that is orderly without being rigid or
oppressive
,
c. A climate of high expectations in which no children are
permitted to fall below minimal levels,
d. An emphasis on the teaching of basic skills in a well
prepared classroom where students spend most of their
time on task, and
e. A means for frequent monitoring of pupil progress."
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How6V6r
,
it is obvious that whon studonts aro ongaQod in dostruc-
tive expressions of anger they are not spending time "on task," they
are creating a "disorderly classroom," and they are functioning in a
"climate of lowered expectations." From this perspective teaching stu-
dents constructive strategies for coping with frustration and anger is
a prerequisite for the creation of quality, equity-based effective
school s
.
Today's students face enormous pressures in their lives and often
come to school shouldering myriad personal stresses. Coupled with the
stresses encountered in school, this often creates more anger than
students can completely suppress. As students attempt to cope (usually
destructively) their feelings are denied and the environment is made
more rigid by instituting even more oppressive rules. Thus the cycle
continues, and an increasingly rigid, oppressive climate creates dis-
order, less time on task, and lowered expectations.
As this study reveals, it i_s possible to teach students to recognize
their feelings of anger and to teach them constructive strategies for
expressing their feelings. In the experimental test of the curriculum,
angry and not angry destructive responses in the classroom decreased by
about 65°Z; teachers disciplinary actions decreased a similar amount, and
students reported a more highly motivated classroom climate. The
destructive cycle was broken. In theory and in this case, a psycho-
educational curriculum was "basic" in allowing students to get back to
basic learning. This positive alternative should be tested more widely
and, if successful, substituted for the current often counter-productive
efforts to make schools more orderly and effective by more oppressive,
rigid rules. Constructive alternatives do exist.
i
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APPENDIX A
OUTLINE OF DISSERTATION STUDY
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TO: Principal and School Counselor
FROM: Cathie G. Fishman
RE: Dissertation Study
The following is a brief outline of the curriculum study on anger:
I. RATIONALE
Perenially the Gallup Poll identifies discipline problems as the
public's #1 concern about public education (Phi Delta Kappan, September
1970-1981). The source of student destructive behavior is often in-
appropriately expressed anger created by the stresses of the school day.
Much valuable learning time is spent disciplining students rather
than furthering learning.
II. PURPOSE
The purpose of this dissertation study is to assess the classroom
effects of a developmental ly appropriate curriculum teaching preadoles-
cents constructive strategies for coping with anger.
The focus of the study is preventive. It includes development
of concepts and skills in both the cognitive domain (social studies and
health) and the affective domain (communication, conflict management,
and other social skills).
III. PROCEDURE
One fifth grade class will be utilized. The curriculum (10
lessons) will be taught by the author for approximately forty minutes
daily for a period of two weeks. The classroom teacher will function
as a co-teacher, participate in all the activities, and be responsible
for continued daily modeling, encouragement, and reinforcement of the
concents and skills.
Pre- and post-data will be gathered by trained observers for
1 one-week periods (4 hours per day) prior to and immediately _fol low-
ing the curriculum. Instruments used and the data measured will
include
:
Instrument
About My Teacher
Student Behavior Checklist
Data
Written Evaluation
Classroom Cl imate
Student Angry and Not Angry
destructive behaviors
Teacher disciplinary actions
Student evaluation of lessons
and strategies
i
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Regular conferences with the classroom teacher will be held.
IV. CURRICULUM
The following is an outline of the curriculum:
Section I. What Anger Is
Aim: To understand that feeling angry is a natural part of our
lives.
Goal 1: To introduce the concept of anger as a unit of study.
Goal 2: To understand the relationship between our bodies and
our feelings.
Goal 3: To identify the two main causes of anger.
Goal 4: To identify typical destructive responses to anger.
Section II. What To Do About Anger
Aim: To learn constructive strategies for coping with anger.
Goal 1
Goal 2
Goal 3
Goal 4
To learn strategy #1
To learn strategy #2
To learn strategy #3
To learn strategy #4
LET GO.
LOOSEN UP.
SPEAK ASSERTIVELY.
DEAL FAIRLY.
V. OUTCOMES
The following outcomes are anticipated:
1. A decrease in students' use of destructive mechanisms for
coping with anger, e.g., hitting, name calling, etc.
2. An increase in students' use of constructive strategies for
coping with feelings of anger, e.g., relaxation, "I messages,"
etc.
3. A decrease in teachers' use of disciplinary actions for
managing classroom behavior, e.g., referrals to the admin-
istration, verbal reprimands, etc., and
4. An increase in students' satisfaction with the class.
VI. TIME LINE
Initial conference with teacher - November 2-6
Administer pre-test - November 6
Gather pre-data - November 9-17
Teach Curriculum - November IR-December 4
Gather post-data - December 7-15
Administer post-test - December 15
APPENDIX B
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PROCEDURES FOR OBSERVATIONS
It is crucial that the observer be seated in the classroom in a
back seat orior to the beginning of class. The observer's name and
the date should be recorded before the class begins. Be sure you can
see the clock.
As soon as the first student enters the classroom the observer
will begin recording on the BCL (Behavior Check List). The list is
divided into 10 minute intervals. Every time a student displays a
recordable behavior it is to be recorded on the BCL with the appro-
priate mark, i.e., + or 0.
+ INDICATES THAT THE BEHAVIOR WAS ANGER RELATED
0 INDICATES THAT THE BEHAVIOR WAS NOT ANGER RELATED
Decisions about whether the behavior is related to anger or not should
be based on the following criterion;
+ (Anger): Facial behavior: glaring eyes, frowning brows,
red face, lips pursed or partially open as if to
shout.
0 (Not angry): Behavior without the above characteristics.
Since students may either hide or suppress their feelings, it may
be necessary to make a judgment about a behavior based on the ante-
cedent events. The behavior may be classified as related to anger if
the preceding event is the cause of: (1) hurt to the student's body/
feelings, (2) hurt to the student's chances for success, or (3) hurt
to the student's self esteem.
An example would be; one student hits another and grabs the
student's paper. The student to whom this was done just sits there.
Chances are likely that the student is angry even though the student
did not strike back. Watch for facial behavior.
STUDENT DESTRUCTIVE BEHAVIORS
Student behaviors are categorized as verbal or non-verbal.
Examples of each of these are on the BCL. However, there may be other
behaviors v/hich the observer would include in these categories. Re-
peated behaviors count as only one incident unless a pause occurs.
Do not mark fidgeting unless it is anger related.
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STUDENT CONSTRUCTIVE BEHAVIORS
For th6 purposGS of this study, constructive behaviors consist
of the following specific behaviors;
VERBAL: " I messages " (SPEAK ASSERTIVELYl : verbal statements
which are direct and clear. The statement includes
the pronoun "I" and may include feelings. The tone
of voice should be normal, and there should be direct
eye contact. A loud voice or sarcastic tone nulli-
fies the "I message."
Negoti ati on/Compromi se (DEAL FAIRLY); statements
that result or suggest ways to work out a conflict,
e.g., sharing, taking turns, etc.
NON-VERBAL; Rel axati on (LOOSEN UP); deep breathing, systematic
tension and relaxing of muscles.
Energy Release (LET GO): use of available materials
for releasing energy, e.g., shaking bottles of liquid,
ripping papers, shoving the wall, etc.
Time Out (LOOSEN UP); head down at desk, or the stu-
dent goes to special area of the room to relax. If
the student is sent by the teacher it does not con-
stitute time out.
TEACHER DISCIPLINARY ACTIONS
The observer is to record these with a simple tally mark in the
appropriate category and time interval. Other disciplinary actions that
are not listed may be used by the teacher, or a combination of verbal
and non-verbal may be used. The observer should record all of these.
The observer should record all of these. The observer is not to record
whether the actions are angry or not. Record only the occurrence.
YOUR ROLE AS OBSERVER
The students will be told prior to your arrival that you will be
visiting their classroom. They will be instructed not to talk with
you, although you may be sure that some will. It is essential that you
not share any information with them and do not allow them to see your
list. The teacher will have told them that you are learning about fifth
graders and are writing down the things that fifth graders do. You may
have to repeat that to them, and ask them to return to their seats.
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Your role as observer is of vital importance to the success of
this study. Therefore, I feel that it is necessary to clarify that
your role specifically entails;
1. Participation in as many training hours as necessary to
establish reliability with your partner. This will be done
during the week of November 2-6. Hopefully the hours will
be minimal
.
2. Participation in your alloted number of hours during both
periods;
^
November 9-17 and December 7-15. The data is
invalid if you do not do both the pre- and post-data.
3. Arranging for your own transportation and arriving on time —
you absolutely must be seated before the students enter the
room. The scheduled times already allow for 10 minutes.
4. Being available for a few minutes prior to each observation
session and also following each session for discussion {if
needed)
.
5. Arranging for a substitute (one of the other students) if
you absolutely cannot make it. Please contact me at home
in such an event.
I will be available at the school at all times during your obser-
vation times. I am open to answering questions, concerns, and to any
input, suggestions, etc., that you might have.
Once again, your participation is essential. I am very grateful
to you for your time and interest.
APPENDIX C
ABOUT MY TEACHER
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This is a questionnaire about your classroom. You will answer each
question by drawing a circle around the YES, NO, or ? depending upon
how you feel. If you do not know how to answer a question draw a
circle around the ?. Please answer the questions honestly. You will
not put your name on the paper, and none of your teachers or principal
will know how you answered the questions. Thank you for your time.
1. Does your teacher make you feel like working
hard at your school work? YES NO ?
2. Is your teacher easily annoyed or bothered? YES NO ?
3. Do the students bother one another when
the teacher is not looking? YES NO ?
4. Does your teacher make you feel like
learning a lot on your own? YES NO ?
5. Is your teacher often angry? YES NO ?
6. Are some students always showing off
in class? YES NO ?
7. Does your teacher make you want to do
good work in the class? YES NO ?
8. Do you dislike going to the teacher with
your problems? YES NO ?
9. Are students often angry in your class? YES NO ?
10. Are the students usually quiet in the
classroom? YES NO ?
11. When you are studying something in the class,
and your teacher wants you to look up more
information about it, do you get angry? YES NO ?
12. Do you like your teacher? YES NO ?
13. Does your teacher succeed in keeping
the students under control? YES NO ?
U. Do you dislike doing extra school work
for your teacher? YES NO
15. Do the other students like your teacher? YES NO ?
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16. Were you angry in your classroom yesterday
or today? YES NO ?
17. Is your teacher able to keep the students
quiet in the classroom? YES NO ?
18. Are you sometimes discouraged from finding
out more about the topics your teacher
explains in class? YES NO ?
19. Are you afraid to ask your teacher for help? YES NO ?
20. Does your teacher sometimes give up trying
to keep the class quiet? YES NO ?
Remember a time you felt frustrated or angry in your
classroom last week or this week. Did you
1. hit, kick, or push someone? YES NO ?
2. call someone names or threaten someone? YES NO ?
3. throw, break or pound on something? YES NO ?
4. swear or say "shut up" to someone? YES NO ?
5. complain, talk back, or refuse to do
something? YES NO ?
6. use an "I message"? YES NO ?
7. take time out? YES NO ?
8. negotiate or compromise with someone? YES NO ?
9. let go of your energy without getting
yourself into trouble? YES NO ?
10. scream or yell at someone? YES NO ?
APPENDIX D
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Dear
I greatly appreciate your interest and participation in this
study. I believe that our work together will prove to be productive,
interesting, and enjoyable for all of us. Hopefully we will all learn
something — this is a new experience for me, too.
The purpose of this study is to assess the classroom effects of
a developmentally appropriate curriculum teaching 5th graders construc-
tive strategies for coping with anger. You will have a chance to
see v;hat life in a 5th grade classroom is like — the learning activi-
ties, interactions, frustrations of the students and teacher, and the
ways they cope.
In addition, you will have a chance to learn about the nature of
anger, its typical causes, responses, and constructive strategies for
coping. You will have a first-hand experience in research (learning
to use a Behavior Check List). You will learn to establish reliability
as an observer and collect pre- and post-data.
Your role is of vital importance to the success of the study. You
will be involved in collecting data specifically relating to:
1. the kinds of behaviors students exhibit during the obser-
vation period (and frequency);
2. whether these behaviors are related to anger or not, and
whether they are constructive or destructive; and
3. the kinds of disciplinary actions utilized by the teacher
(and frequency).
Attached is a calendar of specific dates and times. It includes
the school and our names and phone numbers. We will have an orientation
meeting on Monday, November 2, at 8:30 a.m. at the school. At that time
we will have a chance to discuss the study and your role. We will also
review the instruments and arrange times for you and your partner to
try out the instrument for establishing reliability.
After the orientation meeting on Monday you will have more infor-
mation for arranging the appropriate number of credits you should re-
ceive. You will need to talk with your professor about that.
See you Monday. Call me at home if you have any questions or
oroblems. Thanks, again.
APPENDIX E
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OBSERVATIONS
During the following classroom times/acti vi ties
,
one observer
watches the girls and one observer v/atches the boys:
1. students entering the room — until the teacher begins
2. students moving from one area of the classroom to another —
usually for change of activities
3. students leaving the classroom — getitng things ready to
leave, standing in line, etc.
4. some students at desks while others are with the aid or
with the teacher
During the following classroom activities, one observer watches
1/2 of the classroom and one watches the other 1/2. This includes any
adult who comes into the area. The class should be divided by front
and back half, or right and left half, depending upon where the students
are seated or working. Decisions about when and where to divide will be
initiated by the person who observes the teacher.
1. teacher presentation, discussion
,
seat work, etc.
2. free time — students allowed to move about the room
or work independently at their seats
During the following times one observer watches the aid and the
students with the aid, one watches the teacher and the students with
the teacher:
1. small group work where students are grouped either with the
teacher or the aid
2. open activity time when the aid and teacher are both posi-
tioned for offering assistance to students
If a group of students is working independently while one is with the
aid and one group is with the teacher, then the remaining students should
either be divided by the area or qirls/boys, depending upon which makes
the most sense.
One observer will be responsible for the same combinations, as
f0
.
1 1 ows :
Combination
Teacher, front of room or left side, boys
Aid, back of room or right side, girls
Name
Lisa, Harolyn, Miriam
Mary, David, Susan, Jean
We will choose only one combination to observe for establishing
rel iabi 1 i ty
.
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Observer Role: It may be necessary to move about the room so
as to be unobtrusive, yet able to see your particular group. Please
remain neutral even though many things will occur during the class
time that are amusing. (Otherwise the students will show off for
you.) Also, be sure you can see the classroom clock and both use it
for intervals rather than your own watch.

